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EXECUTIVE SUMMARY

This Tool for Quality Assurance of education for democratic citizenship (EDC) in schools
was prepared as a response to the compliance gap between policies and practices of EDC in
various countries. While EDC policies are well developed, EDC practices in schools present
significant weaknesses. The Tool was also prepared as part of the current interest and
implementation of quality assurance in education.

Quality Assurance (QA) is a powerful means to improve the effectiveness of education.

Its key principle is that the main actors at the forefront of education such as teachers,
headteachers and other stakeholders at school level (students, parents, school administrators
and other staff, members of school governing bodies, the community) are responsible for
improving educational performance.

Therefore at the centre of quality assurance are school self-evaluation and development
planning processes.

However these processes are not sufficient for ensuring improvement. They need to be
part of a full-fledged quality assurance system in which the national education
authorities create the conditions and provide the support for performance improvement
by schools.

This Tool focuses on education for democratic citizenship and applies the principles and
processes of quality assurance to EDC.

Chapter 1 introduces the whole Toolkit. It presents the background, the objectives and the
target groups of the Toolkit; introduces the Tool’s concepts and basic assumptions
particularly concerning Education for democratic citizenship (EDC), quality assurance (QA)
and quality assurance of EDC (EDC-QA); explains how the Tool can be used.

Chapter 2 provides the conceptual framework on education for democratic citizenship for
the whole Tool. It provides a definition of what is EDC; considers where and how EDC
happens in schools; discusses key aspects of capacity building for EDC in schools. The EDC
principles thus set out provide the foundation for quality assurance of EDC and will be
constantly referred to especially in following chapters.

Chapter 3 provides an overview of quality assurance in education, its origin and its main
components. The chapter also explains what makes quality assurance different from quality
control; what are the processes of quality assurance; why quality assurance is a system.

Chapter 4 presents the main characteristics of school development planning which is the
central component of quality assurance in education. It also describes school self-evaluation
as the core within school development planning. It examines particularly the principles, the
stages and the challenges of school development planning.

Chapter 5 presents a framework to evaluate EDC. It first explains the main characteristics
of indicators and then sets out the quality indicators of EDC, which have been newly
developed for this Tool based on the EDC principles presented in chapter 2.

Chapter 6 is a toolbox. Its objective is to assist schools in preparing and carrying out
development planning of EDC. It focuses primarily on self-evaluation process as the basis of
development planning of EDC and provides initial indications on how to use for this purpose
the evaluative framework on EDC included in chapter 5. Chapter 6 follows the various steps



of self-evaluation and development planning; gives basic information, guidelines and tools;
includes examples from schools and from models from different countries.

Chapter 7 examines the needs and implications of quality assurance of EDC at the level of
the education system, in two parallel ways : it reviews the system of quality assurance, and
its components, from an EDC perspective; it examines the requirements for a specific QA
system of EDC. It also provides a checklist of policy measures which are necessary for setting
up a quality assurance system of EDC.

In the European context, educational systems, EDC and quality assurance vary from country
to country. Depending on the country’s situation or whether the starting point is EDC or
quality assurance or both, this tool can therefore be used in different ways : for awareness
raising on EDC and QA, as a starting point for setting up a QA system, for integrating EDC
into existing QA systems. In all cases and whatever the purpose, the EDC-QA Tool needs to
be adapted to each country’s context.



CHAPTER 1 : WHAT IS THE TOOL ABOUT AND HOW CAN IT BE
USED ?

This chapter introduces the whole Toolkit. It
- presents the background, the objectives and the target groups of the Toolkit

- introduces the Tool’s concepts and basic assumptions particularly concerning Education
for democratic citizenship (EDC), quality assurance (QA) and quality assurance of EDC
(EDC-QA)

- explains how the Tool can be used.

1. Where has this Tool come from, and how did it come about?

The Tool originates from research carried out on education for democratic citizenship (EDC)
in Southeast Europe. It is part of a project aiming to develop quality assurance of EDC in the
same region and responds to the current attention given to quality assurance in education
internationally.

1.1. The Tool’s background

In 2001, the Council of Europe, as part of the Stability Pact for Southeast Europe, coordinated
a stocktaking research on “policies for education for democratic citizenship and the
management of diversity'” in South East Europe.

The results of this stocktaking exercise, undertaken by a consortium of researchers from the
countries concerned together with a small number of Western European experts, are set out in
the Regional Report of that project.* The main conclusions were the following :

e Most, if not all, countries of the region had set out their policy intentions in regard to
EDC clearly and well. The content of such policy statements was generally sound and
positive;

e Evidence was found, albeit with differences in the various countries, for the perceived
lack of effective EDC practices in schools : lack of comprehensive policy
implementation plans, setting out tasks and responsibilities; of overall teacher training
policies for EDC; of systematic tracking or monitoring of progress, or quality
assurance (QA).

This evidence accounted for the compliance gap in EDC, i.e. the gap between policies and
effective practice, between what is declared and what happens in schools.

! The stocktaking research was carried out in the framework of the Task Force “Education and Youth”
(Enhanced Graz Process) of the Stability Pact for Southeast Europe and its working group on education for
democratic citizenship and management of diversity. See www.see-educoop.net

? Stocktaking research on policies for education for democratic citizenship and management of diversity,
Regional analysis by Cameron Harrison and Bernd Baumgartl, 2001. See the Council of Europe website :
www.coe.int/EDC -> publications -> policies.




The first research carried out in Southeast Europe was followed by the All-European study on
EDC policies published by the Council of Europe in 2003, which reached very similar
conclusions across Europe’.

Thus the present Tool is one response to this policy-practice gap in EDC. It is also part of the
current attention being given by policy makers, worldwide, to quality assurance in education,
as an approach to improve both educational governance and teaching and learning practices
and performance in schools.

The Tool thus contributes to implementing Goal N. 6 of UNESCO’s Dakar Framework on
Education For All (EFA) : improving every aspect of the quality of education, and ensuring
their excellence so that recognized and measurable learning outcomes are achieved by all,
especially in literacy, numeracy and essential life skills.

Similarly, the Tool fits into the World Programme for Human Rights Education being
prepared by UNESCO and UNHCHR, and particularly the Programmes’ first phase focusing
in 2005-2007 on primary and secondary education.

1.2.Preparing the Tool for quality assurance of EDC in schools

As an immediate follow-up of the first stocktaking research in Southeast Europe, the Tool for
quality assurance of EDC in schools (EDC-QA Tool) has been developed by a team of
experts from the countries of the Region — co-ordinated by the Centre for Educational Policy
Studies (CEPS) at the University of Ljubljana - who drew on the support of experts and
experience from Western Europe”. The drafting of the Tool is part of an overall project
aiming at introducing quality assurance for EDC in Southeast Europe, supported by the
Stability Pact, UNESCO and the Council of Europe.’

The Tool is based on existing practices in Europe. The Tool’s development process included:

- carrying out a stocktaking exercise and holding an expert discussion on quality assurance
in education and of EDC in Southeast Europe;

- reviewing models and instruments of quality assurance in education and of EDC
particularly in Sweden, Flemish Community, Ireland and UK (with specific resources
from England, Wales, Scotland and Northern Ireland)6;

- preparing drafts of the Tool and discussing them in four meetings of the drafting group;

- validating the draft Tool by submitting it to experts and practitioners in Southeast Europe
(Romania, Croatia, Slovenia, Montenegro) and internationally.

3 All European study on policies for Education for Democratic citizenship, Council of Europe, 2003
* See Appendix 1.

> The project “education for democratic citizenship : from policies to effective practice through quality
assurance” (EDC-QA project) received initial funding from Norway via the Stability Pact, was endorsed and
supported financially by UNESCO. The Council of Europe provided financial support to the preparation of the
present Tool. For a full presentation of the EDC-QA project, see its website www.see-
educoop.net/portal/edcqa.htm

% The full list of resources can be found on the website of the EDC-QA project, www.see-
educoop.net/portal/edcqa.htm



The Tool is therefore firmly rooted in the experience and the sharply focused challenges of
the countries of South East Europe. But it has been prepared so that it can of interest across
Europe and worldwide. Indeed, the tool is generic and at the core of the strategy which
underpins its usage is the assumption that one of the first stages in its use in any new context
will be its adaptation for the context (local, national, European and international) in which its
use is planned. It is offered as a point of departure and a support for any country or group
wishing to strengthen EDC policies and practices.

The EDC-QA Tool is included in the EDC Pack prepared by the Council of Europe in the
framework of the European Year for Citizenship through Education in 2005 and
complements the other Tools of the EDC Pack’. It will also appear as a resource tool in the
above mentioned first phase of the World Programme for Human Rights Education.

2. What is the structure of the Tool, and what is it trying to do?
2.1.The Tool’s objective

The Tool’s objective is to provide those responsible for planning and carrying out EDC in
formal education with principles, instruments, methodologies and options to agree on goals,
evaluate their attainment and improve the EDC performance in schools and within the
educational system as a whole.

2.2.The Tool’s structure
This is a Tool for quality assurance of education for democratic citizenship (EDC) in schools.
The Tool’s structure is the following :

1. As the Tool focuses on EDC, it starts, in chapter 2 on what is EDC and what does it mean
in schools ?, with the presentation of the key characteristics and principles of EDC.

2. Secondly, it presents, in chapters 3 and 4, quality assurance in education in general.

- Chapter 3 on what is quality assurance and why is it important ?, provides definitions,
presents the key components and explains the processes of quality assurance.

- Chapter 4 on what is school development planning and how to do it ? presents in detail
the key features and stages of school development planning as the core component of
quality assurance.

3. Thirdly, chapters 5, 6 and 7 combine the approaches of quality assurance and of EDC.

- Chapter 5 on the framework to evaluate EDC, includes an evaluative instrument with
quality indicators of EDC specifically.

- Chapter 6 on school development planning of EDC explains how to carry out self-
evaluation and development planning of EDC in schools.

- Chapter 7 entitled towards a quality assurance system of EDC looks at the key elements
of quality assurance of EDC at system level.

The Tool’s structure is visualised in the following way :

" Tool 1 : key issues for EDC policies; tool 2 : democratic governance in education; tool 3 : teacher training in
education for democratic citizenship and human rights education
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EDC principles : chapter 2 - Introduction to quality
assurance : chapter 3

- Introduction to school
development planning:
chapter 4

QUALITY ASSURANCE OF EDC
<3 - EDC indicators : chapter 5
o o
OS5 - School development planning of EDC :
a ; chapter 6
< g Policies for quality assurance of EDC :
< 2 5 |chapter 7
O =5
nZ—
[SAR]

THE TOOL’S STRUCTURE

2.3.The Tool’s target groups

The main target group for using the Tool are policy and decision makers active in EDC and
quality assurance at system level, educational administrators in national ministries and local
authorities, and school inspectors. At school level the tool kit is addressed to head teachers
and teachers, students and parents.

The Tool may also be of interest to anybody active or interested in EDC and in possible ways
of making it effective, including relevant NGOs.

2.4.The Tool’s basic assumptions
a. The Tool’s approach

The Tool is indicative and presents good practice, for example on EDC, quality assurance
(QA), team work and leadership style, etc. It is not neutral or value-free as it includes a vision
and fundamental principles concerning EDC and QA. But it does not assume that all the
presented components already exist in the education systems, nor that there is one and only
solution to the issues addressed. The Tool sets potential targets to be reached by learning and
innovation processes.

The Tool presents on the one hand definitions and basic understandings of EDC-QA. It also
provides initial indications on how to carry out EDC-QA. However the Tool is not a manual
in itself but rather a means for raising reflection and action in this area.



11

b. Education for democratic citizenship (EDC)

The EDC approach adopted in this Tool combines several elements set out in Chapter 2. This
approach is in line with the consensus beginning to emerge across Europe, based particularly
on the work of the Council of Europe in this field.

It is a whole-school approach of EDC which implies that :
- schools have explicit EDC policies;

- schools transmit EDC values (formative role of schools) in combination with
knowledge and understanding , and skills;

- EDC is integrated in all subjects of the whole curriculum and in school life.

In other words, EDC is more than a curriculum subject. It implies the infusion of EDC values,
involves all stakeholders and therefore requires collaborative work within the whole school.

This approach may not be explicitly endorsed and systematically implemented in any country
at present. However, it provides EDC good practice or guidelines for adapting the Tool in the
national and school contexts. These guidelines are particularly helpful as EDC and quality
assurance move up as policy priorities in many countries in Europe and beyond.

¢. Quality Assurance

While a consensus is emerging that quality assurance is a powerful approach to ensure
educational improvement and to achieve set educational goals effectively®, quality assurance
in education is developing in different ways across Europe, according to principles and
priorities of the different educational systems.

The generic key principles, approach and components of quality assurance in education are
described in detail in Chapter 3. This Tool proposes that an effective educational system is
one where these components are related and support each other.

On the other hand it considers that quality assurance is placed at both school level, through
school self-evaluation and development planning, and at system level, particularly through
accountability and support measures.

d. EDC and Quality Assurance
QA and EDC are very closely inter-related.

The main objective of the Tool is to use the quality assurance approach to make EDC
practices effective. It therefore focuses specifically on quality assurance of EDC (EDC-QA)
in schools and on what is needed at system level to implement and support EDC-QA.

However, a specific EDC-QA process cannot exist on its own terms. It needs to be embedded
within an overall national quality assurance system in education. Establishing EDC-QA
requires the existence of an effective QA system within the education system.

At the same time, EDC principles are inherent in QA processes, as they imply, inter alia,
sharing responsibility, transparency and accountability, empowerment for change,
decentralization of decision-making. Making EDC principles explicit within quality assurance
components will enhance democratic educational governance. Chapter 7 considers in detail
the links between the key elements of a QA system and EDC.

¥ Prague Forum 2003, Quality in Education and the democratic agenda, Council of Europe, CD-ED(2003)9.
Council of Europe Standing Conference of European Ministers of Education, 21% session, Athens, Greece,
November 2003.
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3. How should the tool be used

In the European context, educational systems, EDC and quality assurance vary from country
to country.

Depending on the country’s situation or whether the starting point is EDC or quality
assurance or both, this tool can therefore be used in different ways : for awareness raising on
EDC and QA, as a starting point for setting up a QA system, for integrating EDC into
existing QA systems.

Starting from the perspective of EDC, the Tool is a means to tackle the difficult problem
shared across Europe of embedding EDC in school practice and implementing EDC
effectively across a school system :

e The Tool, particularly chapters 2 and 5, can be used in addition to other materials, to
foster understanding and raise awareness about EDC concepts and practices;

e Carrying out QA of EDC, using chapters 5, 6 and 7, will help identify the situation of
EDC in schools and in a country, i.e. which elements are present and which ones are
missing, and define a strategy for improving that situation;

e For countries with well-functioning QA systems, the added value of the Tool is to
provide specific instruments and guidelines, particularly in chapters 5, 6 and 7,
concerning EDC-QA which need to be adapted and integrated into their existing QA
processes.

From the perspective of QA in education in general, the EDC-QA Tool is also an
incentive to establish or improve the basic components of a QA system as set out
particularly in chapters 3 and 4 :

e Where quality assurance is less well developed or non-existent, EDC can be an
important pilot area for QA development. Reflecting and holding an open public
debate about the quality of EDC and relevant QA mechanisms, will lead to examining
and discussing the overall educational system,;

e Introducing processes for educational improvement or making them more effective
and democratic will most likely have positive influences on EDC policies and
practices.

In all cases and whatever the purpose, the EDC-QA Tool needs to be adapted to each
country’s context. This implies :

reviewing existing EDC and QA policies and practices by using various tools developed
nationally and by international organisations including those of the Council of Europe
EDC Pack;

considering existing achievements and possible gaps between the Tool’s good practice
and the country’s reality;

identifying ensuing priorities and needs and developing an overall EDC-QA strategy;

not only translating the Tool but reshaping, refocusing it according to identified priorities
and needs;

bringing together and building on possible existing but disparate EDC and QA elements
and / or initiatives;

embedding the Tool and its use into existing EDC and QA policies and practices;
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- training in the use of the Tool and piloting it in a small number of schools;
- considering necessary policy development for an effective EDC-QA mechanism.

Ideally, a national EDC-QA developing team should be set up including the different
stakeholders involved to establish the most appropriate strategy for its use.
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CHAPTER 2 : WHAT IS EDC AND WHAT DOES IT MEAN IN
SCHOOLS ?

This chapter provides the conceptual framework on education for democratic citizenship for
the whole Tool. It

- provides a definition of what is EDC;
- considers where and how EDC happens in schools;
- discusses key aspects of capacity building for EDC in schools.

The EDC principles thus set out provide the foundation for quality assurance of EDC and will
constantly be referred to especially in chapters 5, 6 and 7.

1. Introduction

There is a great variety in the concepts and terminology used to define education for
democratic citizenship (EDC) across Europe and worldwide. These include among others
active citizenship, civic education, political education, citizenship education, social education,
human rights education, etc.

There are also important differences in terms of :

- where EDC is located within education policies, e.g. as a distinct EDC policy or as a
component of overall education provisions;

- how it is defined and approached in relation to schools and the curriculum : time
allocation, subject-based or cross-curricular, compulsory or optional;

On the one hand, EDC is contextual, i.e. developed and implemented locally, taking into
consideration the specific needs and priorities, as well as the cultural and social specificities.

On the other hand, EDC is emerging as a common reference point across Europe on the basis
of the following principles and approaches.

2. Whatis EDC?

Education for Democratic Citizenship (EDC) is a set of practices and activities aimed at
making young people and adults better equipped to participate actively in democratic life by
assuming and exercising their rights and responsibilities in society. In other words, EDC
means learning how to become a citizen and live in a democratic society.

This working definition suggests that EDC involves the following characteristics:
- itis a lifelong learning experience;

- its ultimate goal is to prepare individuals and communities for civic and political
participation;

- it implies respecting rights and accepting responsibilities;
- it values cultural and social diversity.

These four characteristics underline the fact that EDC is first of all a major aim of educational
policies. Thereby it goes beyond educational practices, the various contents or methods
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devoted to democracy learning, and it is distinctive from any particular curriculum subject
(civics or civic education). As an educational aim, EDC is value-oriented in the sense that it
promotes democratic and human rights principles and values (such as human dignity,
equality, solidarity, non discrimination, pluralism and the rule of law) throughout the whole
educational system.

EDC as a priority of education policies and practices

Education for Democratic Citizenship (EDC) plays a central role in the educational reforms
under way in many European countries. In this respect, it is important to mention that EDC:

- should be at the heart of the reform and implementation of educational policies;

- is a factor for innovation in terms of organising and managing overall education systems,
as well as curricula and teaching methods.

(in Recommendation 2002/12 of the Committee of Ministers of the Council of Europe)

EDC Principles
Education for Democratic Citizenship (EDC):

- 1is based on the fundamental principles of human rights, pluralist democracy and the rule
of law;

- refers in particular to rights and responsibilities, empowerment, participation and
belonging, and respect for diversity;

- includes all age groups and sectors of society;

- aims to prepare young people and adults for active participation in democratic society,
thus strengthening democratic culture;

- is instrumental in the fight against violence, xenophobia, racism, aggressive nationalism
and intolerance;

- contributes to social cohesion, social justice and the common good;

- strengthens civil society by helping to make its citizens informed and knowledgeable and
endowing them with democratic skills;

- should be differentiated according to national, social, cultural, historical contexts.

(in Draft common guidelines on EDC adopted at the 20th Session of the Standing Conference of the Ministers of
Education of the Council of Europe, Cracow, Poland, October (2000)9)

3. Where and how does EDC happen in school?

EDC is learning throughout life, in all circumstances and in every form of human activities. It
is life-long, in the sense that it occurs during the entire life-course, and life-wide, this is to say
that EDC includes a series of learning environments inside and outside formal institutions (eg.
non-formal and informal education).

? Appendix to the Resolution on Results and conclusions of the completed projects in the 1997-2000 medium
term programme
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School is, however, the main provider of EDC in that it:
e allows a systematic learning of citizenship-related knowledge;

o facilitates an early practice of democratic lifestyles (e.g. participation, collective
negotiation, representation);

e is an institution of public interest, subject to accountability and public control;
e is a space of law where various stakeholders work and live together;
e is a self-governing and self-developing organisation.

EDC corresponds to teaching and learning objectives and processes. EDC is a form of
literacy, aiming at coming to grips with what happens in public life, being “lucid”,
enlightened, developing knowledge, understanding, critical thinking and independent
judgement of local, national, European, global contexts. EDC is social learning, learning in
society, about society and for society. EDC skills and competencies give equal importance to
knowledge, values and attitudes and the capacity for action and participation in a democratic
and multicultural society. To acquire EDC skills and competencies, both knowledge-based
and practice-based educational methods are called for which focus on the learner, value
his/her situation and experience, foster his/her autonomy and responsibility in the learning
process, in the school environment and in society. EDC is achieved through multiple,
interconnected learning approaches such as civic education, human rights education,
intercultural education, education for peace, education for sustainable development, global
education, media education, etc.

As in other educational areas, the EDC teacher‘s main role is to convey knowledge and to be
a reference for learning about EDC contents as well as concerning values, skills, attitudes and
inter-actions. The teacher also embodies principles and rules, thereby conveying the
foundations of democracy. Finally, the teacher, through his / her attitudes and behaviours
conveys EDC principles to students.

EDC is also a whole-school approach. The school context is in fact a set of learning
environments and situations where EDC happens. It comprises a variety of learning
situations:

a) leadership and management - policy regulations, inner decision-making, power
distribution, governance, responsibility sharing, public accountability, self-development
schemes, planning, institutional evaluation and monitoring, communication, allocation of
resources, ownership and empowerment;

b) school ethos or the day to day activities of the school community: group activities,
dominant symbols, representation of authority, school climate, informal leadership,
interethnic relationships;

¢) student participation in school boards and school councils, children parliaments, interest
and pressure groups, voluntary activities, youth work, community life, students media;

d) relationships - peer learning, mediation and mentoring, hidden curriculum (informal and
interpersonal learning), on-line communities, students-students relationships, teachers-
teachers, teachers-parents, teachers-students, headmaster-teachers, school-community
links;

e) class activities - methods and support materials, assessment and grading, teaching styles,
classroom discipline, atmosphere, roles, group work, non-formal/extracurricular activities,
learning outcomes.



17

4. Capacity building processes for EDC in schools

Schools provide a systematic and professional delivery of specialised knowledge and allow
early acquisition of social, cultural and life skills within a complex learning environment. To
be successful, the school must embody the same principles as the EDC curriculum. Teaching
and learning, and the learning environment must be coherent. This requires a capacity
building process, which permeates the whole school life and aims to achieve a wide range of
governance and management competencies, including knowledge, skills, values and
dispositions. This capacity building process must enhance participation, rights and
responsibilities, diversity, which are the key factors of citizenship and democracy learning.

Here are some examples, from the headteachers, teachers and governing bodies perspective:
a) Participation
e Knowledge and understanding

- understand the relationship between participation and the attainment of individual and
organisational goals;

- describe the ways, the rules and regulations by which stakeholders can influence and
participate in decision-making processes;

- explain why becoming knowledgeable about democratic governance and underpinning
values and principles is important for quality assurance;

e skills

- develop co-operative relationships between teachers, between schools and parents,
between schools and community, etc.;

- foster the sense of responsibility and the equal contribution of stakeholders

- Dbase school management and governance on shared goals, careful planning, responsible
monitoring, self-evaluation and accountability;

- give support and co-operate with school participation structures (school councils, school
parliaments, class speakers, etc.);

e values and dispositions

- know how to cope with and explain the ethical dilemmas that might confront school
decision-making;

- develop a sense of mutual trust and living together;

- value the sense of initiative, creativity and the willingness to be involved.

b) Rights and responsibilities
e knowledge and understanding

- know about the main categories of human rights, their international instruments and
legislative support;

- be knowledgeable about the rules governing public institutions and collective life;

- understand the complementarity of respecting rights and accepting responsibilities in a
self-governing organisation;
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o skills

recognize the right of the students to be treated fairly and stimulate them to treat others in
a similar fashion;

promote respect for law in all circumstances;

value teachers and students as subjects of rights;

develop a school project based on rights and shared responsibilities;

be able to consider alternative viewpoints and evidence;

e values and dispositions

value oneself and others; develop self-confidence, self-respect and self-discipline;
combat bias, prejudice, stereotypes and discrimination;

promote active concern for human rights.

Valuing diversity

e knowledge and understanding

understand how culture and ethics influence people's decisions and actions;

identify the sources of diversity in school life (ethnic, religious, gender, class, linguistic);

understand the benefits of diversity for school governance and management (diversity of
choices, variety of backgrounds and contributions, mutual cultural enrichment);

e skills

provide diverse learning opportunities to meet various needs, interests, abilities and
cultural backgrounds;

promote equal opportunities
encourage values clarification and promote empathy and intercultural learning

provide opportunities to address a diversity of viewpoints (in the schools boards, student
councils or hearings of young people);

know how to prevent and manage conflicts arising from diversity;

involve minority parents in school activities and collective decision-making (eg. as full
and equal members of the school boards, as volunteer resources for outdoor activities, as
mentors or tutors, as guest speakers or resource persons);

e values and dispositions
promote the principles of pluralism, non-discrimination and social justice;
value diversity as a richness

encourage dialogue and cooperation

Capacity building for EDC is a long-term process of professional development. Teachers and
headteachers grow within their career and acquire these capacities gradually. They therefore
need support and training.
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Quality assurance of EDC in schools is a means of capacity building and professional
development in EDC as it helps to identify needs and plan activities for training'® and support
in this area.

Before presenting how quality assurance of EDC works, the following two chapters explain
what quality assurance is in education in general.

' Teachers’ competencies and training methods in EDC and human rights education are described for example
in: OHCHR’s manual on training methodologies for human rights education; the Tool on Teacher training in
EDC and human rights education within the Council of Europe EDC pack.
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CHAPTER 3 : WHAT IS QUALITY ASSURANCE AND WHY IS IT
IMPORTANT ?

This chapter provides an overview of quality assurance in education, its origin and its main
components. The chapter also explains

- what makes quality assurance different from quality control;
- what are the processes of quality assurance;
- why quality assurance is a system.

These aspects of quality assurance in education will be applied to EDC in the later part of the
Tool, in chapters 5, 6 and 7.

1. Improving education

The mission of a public education system is to offer the best possible education to all the
young people whom it serves. Because some human values are unchanging, then there should
be some characteristics of schools and teaching which should not change from generation to
generation. On the other hand, the world into which young people will grow up, and which
they must own and shape is in a constant state of flux, and new and significant challenges
must be faced by each new generation. This implies that there should be some aspects of
schools and teaching which must always be changing — evolving to meet these new
challenges.

It falls to each generation of teachers and educators to carry this task forward — preserving the
good of the past, while evolving to meet the challenge of the new. This is a hard enough task
for an individual school or teacher; it is a real challenge for a school system. Yet good and
effective school systems are what the public pays for, and what young people have a right to
expect. Good and effective public education systems are part of what politicians are elected
to deliver, and they must organize to bring it about.

All over the world, however, this task — the task of creating and implementing effective
policies for educational development — has proved exceptionally difficult to achieve. A whole
range of approaches — curriculum development led change, change led by the re-training of
teachers, change led by empowering the self-improving school process — have been tried.
Until recently, the task of achieving real improvement right across schools systems using such
approaches has proved elusive — and expensive. Since the early 1990’s however, first of all in
Western Europe and gradually spreading to other countries of the world, a methodology of
educational development has evolved which combines all of these approaches — and adds
some new elements of empowerment and accountability. In some respects it is more than
simply a methodology. It is not simply a description of good or effective practice. Itis a
dynamic process, with its own underpinning concepts and theories, roles and responsibilities,
activities and interactions. It is called the “Quality Assurance” approach and, most
importantly, it has been shown to be more effective in bringing about policy implementation
and consequent improvements in educational quality than the less systematic approaches of
the past.
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From the point of view of democratic governance it is proving effective as a way to bridge the
gap between policy and practice. From the point of view of schools and teachers, it is proving
a practical way to offer the guidance and support needed to achieve real improvement in the
education offered to young people. And from the point of the young people themselves, it
appears to be successful in achieving a better, more relevant education — and improving
standards of achievement in priority areas.

2. Quality Control and Quality Assurance

In general, the two expressions “quality control” and “quality assurance” are often used
interchangeably and indeed synonymously. Conceptually, however, they are a world apart in
their meanings. Quality Control (QC) represents an attempt to impose control on a system. .
In essence, a QC approach says, “We who are in charge know best not only what to do, but
how to do it. You — the workers — will do exactly as we tell you. And we will set up a
“police force” — the QC department — which will check up to make sure that you are doing the
right things.”

A QA approach, on the other hand says, “let’s agree what it is we should be doing. Then we
— those with the democratic responsibility, those in authority — we recognise that this is a
complex and difficult task, and you — the workers — know far better than we do how to do this
effectively. So we will empower you to do what your judgment tells you needs to be done.
We’ll make sure the strategy is properly developed: you develop the tactics. Sure we will
check up together on how well we are doing — but that monitoring program will be your
responsibility too. Together, we will make the right things happen!”

This QA approach was developed in the mid 20" century first by the Japanese from American
ideas — and they made it work. It revolutionized the effectiveness of the manufacturing
process — and respected the ability and creativity of the men and women involved.

Since then, the QA approach has spread to other areas of human activity, including education.
In essence, anywhere where a complex and important set of goals have to be achieved by
large organizations, the QA approach is proving the most effective — sometimes the only
successful — way forward.

3. The characteristics of QA systems in school education.

Many countries now have set up QA systems for their school education. From their
experience, certain patterns seem to emerge. The most effective QA systems includes the
essential elements listed below. A QA system means not only that these elements are present
and functioning efficiently, but that they are coherent and inter-related. A QA system has :

a. made arrangements to establish the school as the key unit for the measurement of
performance, and as the key organisation for ensuring positive development;

b. empowered schools in the decision making processes required to carry forward such
development planning, and have supported them in this course of action;

c. produced participatively, clear statements of national educational goals and of
national curricula developed into a form where can be used to answer the question,
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“What is Quality?” explicitly, and yet be easy to use in classrooms in course
planning and in the development of suitable evaluative instruments and techniques;

developed a simple, easy to use, evaluative instrument or indicators — together with
associated supportive procedures. This instrument can be used by schools to answer
the question, “How well are we doing?”, as part of a self-evaluation process, and to
inform the process of deciding, “What should we do to improve?”, as part of school
development planning (SDP);

readjusted national and local in-service teacher training arrangements to ensure that
training providers were required to respond positively to the needs identified
particularly as part of schools’ self-evaluation and development planning;

provided techniques of assessments which consistently apply national standards —
often with international benchmarking —using external National
Examination/Assessment/Certification agencies which carry the confidence of both
the public and the profession. These arrangements provide schools with reliable and
valid hard measures of student and school performance on those matters which are
seen as key indicators of quality in the system;

created or reformed a national agency with responsibilities for developing and
implementing a national QA system effectively. Most often this agency takes the
form of a National School Inspectorate set up close to but not part of government
and given sufficient independence to mount a genuinely independent critique.
Though sometimes it can be another public or independent body performing the
same role and — crucially - carrying the confidence of both profession and public.
Importantly, this national agency is empowered to act as an independent monitor of
performance at school, local, and national levels. Its empirical judgments on quality
of performance are regarded as an important national standard of reference, and as
providing vital feedback to the system at all levels;

finally, and crucially, have created real and effective processes of accountability
(usually, but not always, public) designed so as to provide the QA system with its
own internal dynamic to pursue increased performance.

Quality Assurance in school systems

A good Quality Assurance system in school education:

sets out to make explicit — usually through an inclusive and consensual process of
debate - led by government, but involving all stakeholders - clear educational goals
and curriculum. This is a debate about what “quality” actually means in terms of the
performance of the national public school system.

gives the responsibility for ensuring quality in the school system to the main actors in
the system — the schools and teachers themselves. It ensures that these key actors are
supported in generating and acquiring performance data about the effectiveness of
their own sphere of activity, and in developing appropriate responses to their own
analysis of need.

demands accountability from both teachers and schools for their performance, and
ensures that the QA system is set up in such a way as to ensure that it has its own
internal dynamic for achieving high standards of performance.
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4. The processes of quality assurance
Quality assurance is made of a variety of processes.

The starting point of quality assurance is defining quality : in the case of this Tool what is the
quality of education and / or EDC. It means spelling out what is important, objectives that one
wants to achieve. As a case in point, this Tool begins, in chapter 2, with defining EDC and its
key principles.

Quality assurance proposes ways to match these objectives and results. Quality assurance also
implies development and learning. Its key steps are :

1. first of all, to compare how things are (A) with how things should be (B); this is the
self-evaluation process;

2. secondly, to take measures to improve the identified situation and to reach the set
objectives, i.e. to move from (A) to (B); this is the development planning process
(SDP).

These two steps are described in detail in chapter 4.

The school system is an extremely complex system involving a multiplicity of stakeholders.
As part of the quality assurance process, educational development and improvement is to be
shared between the various stakeholders according to their roles and responsibilities.

Quality assurance includes devolving responsibility, decentralising responsibility of decision-
making at school level. It implies, on the one hand, empowerment and autonomy for change
of the school’s key actors. At the same time, the education system demands accountability of
performance from schools. It also provides the policy framework and offers support for their
performance development.

A basic condition of QA is to raise awareness and motivate stakeholders for change. This is
particularly true for teachers used to strongly centralised and/or control-based systems. It is
essential to foster the necessary values and skills in order to be, and to want to be, involved in
improving teaching and learning as well as daily life in schools.

5. Accountability

The key purpose of quality assurance is to ensure educational improvement and effective
performance. Given the general resistance to change, a drive or a motor or pressure is
necessary to ensure development. Accountability is central to this development dynamic.

Accountability is the counterpart of school empowerment. Devolution of responsibility
requires justifying actions or decisions.

Accountability means that a person, organisation, institution justifies actions or decisions. It
implies that :

- decisions and results are presented and explained to the authority giving responsibility
and/or to the target group expecting an action or service;

- results are evaluated against targets and objectives previously fixed;
- transparency is combined with consequences based on the conclusions of this evaluation.

Various accountability approaches exist :
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- the market competition approach, whereby schools compete for students and resources
and performance results are used for rating schools, e.g. in league tables;

- the decentralisation and devolution of decision making approach, whereby the school
leadership is accountable to the community and maybe parents, who have a central role in
decision making;

- the professional control management approach which centres on professional practices of
teachers thus making teachers accountable and therefore object of increased control;

- the standards movement which “includes systematic efforts to create more goal-oriented,
efficient and effective school by introducing systematic management procedures™"".
Award schemes fit into this approach as reaching a target becomes an incentive for

improvement.

6. Quality assurance as a system of dynamic forces

The important characteristic of quality assurance as a system is that its elements described in
section 3 are inter-related and influence one another.

National
educational .
External data goals and Policies for
. school
curriculum
empowerment
School self- Accountability
R evaluation measures
Expert advice within SDP
Teacher
training and
School professional
. . development
inspection Evaluative P
instrument(s)

COMPONENTS OF A QUALITY ASSURANCE SYSTEM

"' Leithwood, Kenneth; Edge, Karen; Jantzi, Doris (1999). Educational Accountability: The State of the Art.
International Network for Innovative School Systems (INIS). Bertelsman Foundation Publishers, Guetersloh, pp.
49-50.
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The following relations and interactions between these components are given as examples :

- Policies and legislation establishing school empowerment (e.g. on decentralisation,
school and teacher autonomy) and educational goals are both an act of government. They are
a basis for and influence all the other elements of the QA system;

- The same evaluative instrument and external data can be used for school self-
evaluation and inspection;

- External data, such as tables ranking schools’ performance (school league tables),
might also be used as accountability measures,

- Similarly, inspection reports both provide external data and are an accountability
measure;

- Reports, by schools or inspection, can be used for different purposes. They can be
public and so become an accountability measure;

- Self-evaluation within school development planning is, per se, an accountability
approach as it implies that leadership and management, i.e. setting goals, planning and
implementing an improvement strategy, is informed by the collected and disseminated data;

- Self-evaluation produces knowledge within the school about its work and performance
which helps the school establish its position and autonomy vis-a-vis inspection, thus reducing
reasons for general perceptions and fear of control. As a consequence inspection has to
explain and justify judgements and decisions.
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CHAPTER 4 : WHAT IS SCHOOL DEVELOPMENT PLANNING AND
HOW TO DO IT ?

This chapter presents the main characteristics of school development planning (SDP) which is
the key component of quality assurance in education. It also describes school self-evaluation
as the core within school development planning. It examines particularly the principles, the
stages and the challenges of SDP.

It provides a general introduction to school development planning. Chapter 6 will describe
school development planning of EDC.

1. What is School Development Planning?

School Development Planning (SDP) is concerned with the development of the school. Its
focus and objective is improvement. A school involved in School Development Planning is a
school accepting responsibility for improving the quality of service it provides to its students
and its community. A School Development Plan is an operational program which, having
begun with the question, “How well are we doing?”, then sets out to answer the question,
“How can we get better?” And having determined a set of answers to this latter question, it
then works out how to put them into practice.

While this Tool uses the terms School Development Planning, similar denominations such as
school improvement planning are also used.

A School Development Plan is not the same as a School Work Plan which is descriptive and
presents factually what is to happen in a given school. A School Work Plan does not deal with
issues of quality, the presented goals are not set following an evaluation of the school’s
situation and is therefore not developmental.

Key characteristics and challenges of SDP within a quality assurance system are the
following.

In countries with effective QA systems working in their public school systems, there is a
recognition that the school, as a unit, is at the heart of the system. This is a recognition of the
fact that it is the character of the school which constitutes the most powerful alterable
influence on student performance; and it is the performance of the school as a whole which
comprises the most valuable sources of information/feedback required to drive a QA system.
Whatever innovations or policy initiatives may take place at national or county level,
education and learning actually take place in schools and classrooms, and it is the nature and
quality of the school and of the teaching within it which is the largest single alterable factor in
the achievement of students. It has already been emphasised that good QA systems recognise
that these core processes simply are not susceptible to control from above, and that
improvement must be owned and undertaken by the principal actors in the education system —
the teachers themselves. School Development Planning (SDP) then, is the process which
gives this responsibility to teachers and which — crucially — empowers and enables them to
undertake it.

SDP draws upon the experience of the “self-improving/self-evaluating school”. However,
within a QA system, SDP goes beyond school self-evaluation.
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In the context of a national QA system, schools’ processes of corporate reflection are more
strongly supported by institutions. Most successful examples of national programs of SDP
have recognised the need to provide the school with help — guidelines and available local
consultancy support; useful and usable evaluative frameworks and instruments; training and
support in the process of implementation.

The difficulties of undertaking the changes in school structure, culture and perspective which
are a necessary component of undertaking SDP successfully are very hard to overestimate.
The evidence is that the overwhelming majority of schools will need considerable help to
understand how they should undertake SDP; and even more help in the actual processes of
planning, implementation and monitoring. Such knowledge and skills are not present in a
traditional school, nor is it likely that the dominant organisational culture within the school
would make such developments easy, unless well supported both practically and procedurally
by competent outside agencies.

Secondly, school self-evaluation processes are also guided and driven by nationally provided
instruments and informed by data generated from sources external to the school.

Thirdly the school must be placed in the midst of a dynamic which insists upon and demands
development. In other words, an effective QA system must be engineered within the whole
education system so as to ensure that the process of self-improvement can (and indeed must)
be undertaken by all schools — not just by an elite minority.

Finally, the school development plans are a first class indication for educational authorities of
where development problems and priorities may lie. If national goals for educational
development and the improvement of quality in education are to be achieved, then, by
keeping a close eye on - though not interfering in — schools’ development plans, the national
system can consciously redeploy national resources to address the problems thus revealed.
This in turn will enable schools to undertake the implementation of their own process of
development and change.

SDP, then, is in many ways the beating heart of an effective national school QA system.
Within a QA system and its three main strands — clarity of definition of what is meant by
educational quality, responsibility devolved to the main actors (schools and teachers), and
accountability demanded on key performance measures - SDP provides the actual mechanism
for producing the improvement in quality at school level which is the goal of the system.

2. Evaluation as the core of SDP

The details of this process of school development planning vary from context to context, but
there is a common core of good practice.

Firstly, a crucial component appears to be that the process is supported by a simple and
common evaluative instrument - usually provided nationally - which enables the school to
formulate appropriate appreciations of their own performance. A good example would be the
booklet, “How good is our School?” '? developed participatively in one Western European
country in the early 1990’s. This document identifies 31 sets of characteristics of a good
school, and offers indicators of good performance in each of these fields. This evaluative
framework and these indicators can be used by a school to determine for themselves how well

"2 How good is our school — Self evaluation using quality indicators, HM Inspectorate of Education, Scotland,
2002. See http://www.hmie.gov.uk/documents/publication/HGIOS.pdf
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they are performing, and to identify areas to which they should give attention. These
instruments will, of course, reflect nationally agreed development goals and national
perceptions of priorities for educational development.

The provision of such an evaluative instrument to schools is vital for at least two reasons.
Firstly, it provides an invaluable support for the reflective process: it enables all schools to
attempt that which only a few could even begin unsupported. Secondly, the existence of the
framework ensures that all schools will scrutinise a/l important aspects of their functioning —
not just the ones which form the current focus of their interest, or perhaps the ones which they
find most comfortable to scrutinise.

It is theoretically possible for a school to develop their own instrument. However, this would
represent a very significant, and maybe undesirable challenge, even for a school well
experienced and skilled in SDP.

As the present Tool focuses on EDC, it includes in chapter 5, an evaluative instrument for this
specific dimension.

Secondly, in effective systems, the school’s own reflective/evaluative process is not the only
source of relevant data. In effective systems, schools are also provided with hard external
data on important aspects of student achievement from national examination systems or
nationally created and administered tests. However, taken on its own, this particular category
of data can have its own dangers. It can produce distortion in the performance of schools, as
they focus their development priorities towards performance on such external criteria. These
hard external measurements, however important they are, are by their nature, a sub-set of the
totality of broad educational goals.

All relevant evidence, qualitative and quantitative, must be taken into account if SDP is to
head in the right direction.

3. What does SDP look like

With a view to understanding the basic functioning of SDP, it is presented here schematically
in the clear-cut stages of a planning cycle. SDP is an on-going process. The cycle of
evaluation, comparison with national goals and policies, self-understanding, self-
improvement, monitoring, etc., leads to progress but is never complete, as is illustrated in the
graphics at the end of this chapter.

Stage 0: initial preparation.

For a school beginning SDP for the first time it would be wise to allow sufficient time for all
staff to begin to understand and construct the process, and to cautiously and incrementally
trial the approach. This would include not only developing understandings of QA and SDP in
all staff, but also the introduction of a school corporate culture of co-operation, collegiality
and team work. This might be further extended to the involvement of external stakeholders —
particularly school governing boards where they exist, as well as parents, students and
community. A determined professional development program involving all staff would
certainly be an essential component.

Stage 1: Where are we?

The first stage in developing SDP, involves addressing the question, “How good are we at
those national and local priorities which we have assessed as particularly important?”.
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o To begin with, the School needs to plan and undertake a corporate process of
reflection/evaluation, led, perhaps, by the school Principal but always involving
and engaging all staff. This whole school process is also reflected at subject
department level, and will probably also involve parents and students.

o The whole process is best shaped, supported and guided by a whole school
evaluative instrument whether designed at national or at school level

o The process must not be entirely internal. In particular, other external sources
of data must also be incorporated into the process: for example, national
test/examination results, national performance benchmarks on
health/truancy/delinquency/etc, stakeholders views, etc. External validation of the
self-evaluation/self-analysis should also be sought where possible.

o The majority of national systems also make provision for occasional (perhaps
every 3-5 years) inspections/evaluations by a team of external specialists who,
using the same conceptual framework as underpinned the school based evaluative
instrument, produce a report on the functioning of the school. This report would
cover matters ranging from school ethos, to quality of management and
leadership, and relationships with parents. Its primary focus, though, will be on
matters of teaching and learning in the school. In systems where such a process is
well designed and well carried through, such a report becomes an invaluable point
of reference and source of insight into the functioning of the school. Some
schools will also employ an external consultant to assist them in this overall
process.

o The aim should be to limit and focus the self-evaluation process in such a way
that the school can realistically concentrate on its priority areas — and to do so
within an effective time frame. The overall timing of the process is important, in
that, if a school development plan is to be in place for the start of the new school
year obviously the plan itself must be in nearly complete form by the end of the
previous year — in time for decisions about staffing, the redeployment of resources
to revealed priorities, etc., to reflect the results of the processes of evaluation and
self-reflection. This implies both realistic goals for the overall process and careful
planning for the evaluations themselves.

Stage 2: How can we get better?

Once this process of reflection is complete (perhaps by a stage three-quarters of the way
through the school year?) then the task of writing a school development plan begins. This
involves the following stages:

o Determination of pattern of strengths and weaknesses.

o Elaboration of a development strategy including decisions on priorities for
development during the following year, definition of development objectives,
setting of targets within the capacity of the school to deliver, identification of
steps to be taken to reach objectives and targets, as well as responsibilities.
(Sometimes Local Education Authorities or even national inspectorates are
involved in this latter process.)

o Identification of particular, or sometimes even individual, training needs
resulting from these priorities ( Principal and staff of the school), and the
development of a training plan as part of the overall development plan.
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o Identification of needs for other support (Consultancy/ new learning
resources/etc) and the sourcing of appropriate means to meet these.

o Identification of ways in which the organisation or management of the school
needs to change in order to meet these new priorities and targets, and the
allocation of resources to this planned development

o Setting up simple ongoing means of monitoring progress towards these
priorities and targets and arranging for appropriate responsive action if required.

Stage 3: Implementation

The largest part of the school year is, of course, involved in implementing the School
Development Plan. The single most important point to make in this regard is to insist that
good teaching and learning, and a supportive and encouraging school climate and ethos are
the practical priorities for a school and its teachers. Therefore it is vital that the SDP
operationally supports these priorities. It is not difficult for a school, to become so obsessed
with doing SDP well that it forgets its core tasks. A good SDP will have good teaching and
learning at its heart, and the planning and implementation processes themselves should
always be supportive of these goals. This has clear implications for the planning, support,
and implementation of the SDP.

Stage 4: Where are we now? How well did we do?

The SDP cycle should end, in a sense, where it began - with al stakeholders examining
progress. Has the school achieved the targets it set itself in co-operation with its other
stakeholders? The results of this reflection, together with external sources of relevant data or
evaluations and possible new insights into national or local priorities for development will
form the major input to the process of planning for the next academic year. Thus the process
will cycle on, becoming — if it is being well done — increasingly informative and effective.

4. Issues and challenges
The implementation of SDP calls for the following additional considerations :

e SDP will not necessarily take place in such a linear way as outlined above. While
understanding SDP and QA or developing a culture of evaluation and cooperation
within the school are important pre-requisites, they may also correspond to end results
of an SDP process, through a “learning by doing process”, particularly in schools
which carry it out for the first time;

e For good development planning a year is often too short a horizon. For many schools,
the major targets of the development plan may have a three to four year horizon and
only minor revisions of the plan are undertaken in the intervening years. Unless, of
course, it is evident that developments are not fulfilling set objectives and targets. In
which case revision — including a radical look at priorities and plans - is called for;

e In the absence of a reliable QA system, i.e. accountability demanded from schools and
support provided for their improvement, empowerment and the devolution of
responsibility to schools is actually undesirable, as schools would be left to their own
device to manage issues and problems beyond their scope and immediate
responsibility. Governments should be strongly warned against such steps;
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On the other hand, there is no doubt that, in the presence of an effective QA system,
empowerment and the devolution of effective and real decision making powers to
schools and teachers is a vital and necessary component of effective development.
SDP will only work if schools are actually empowered to deploy their own resources
in pursuit of their selected goals in real time;

Effective accountability is the vital counterpart to this empowerment. The vehicles for
appropriate outcome based accountability must be robust and effective. The time for
accountability is at the end of the cycle: there is no place for interventionism or
control — other than on issues of fiscal or legal probity — in the midst of the cycle;

The corporate nature of SDP, i.e. the consequent accepting of responsibility for the
functioning of a whole school by all teachers and other staff in the school is, for most,
a radically new experience. As is the recognition on the part of the school principal of
his or her radically altered mode of leadership and authority. Principals and teachers
need help to make that transition. It cannot be imposed;

It is too easy for the burden of SDP to become overwhelming and for the core task of
teaching and learning to be sidelined in the rush to plan improvement. SDP should
always be kept as simple as possible and focused only on priorities, possibly in one or
two crucial areas. It must never become an end in its own right.

STAGE 3

STAGE 1
IMPLEMENT
THE PLAN REFLECT
Let’s do it ! Where are we ?

/STAGE 2 \

PREPARE THE
DEVELOPMENT
PLAN

How can we get

kbetter ? /

THE SCHOOL DEVELOPMENT PLANNING CYCLE
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CHAPTER S : FRAMEWORK TO EVALUATE EDC

Beginning with this chapter, the Tool moves to examining specifically quality assurance of
EDC in schools, based on the principles of quality assurance in education (chapter 3) and
school development planning (chapter 4).

It presents a framework to evaluate EDC. It first explains the main characteristics of
indicators and then sets out the quality indicators of EDC, which have been newly developed
for this Tool based on the EDC principles presented in chapter 2.

The use of the instrument is described in the following chapter 6.

1. Introduction

In line with the general principles and approaches of quality assurance and school
development planning, this chapter presents a specific instrument to evaluate education for
democratic citizenship in schools. As indicated in previous chapters, the school is the
effective unit of quality assurance. One of the key aspects of quality assurance is the use of
indicators for evaluation within a school development planning process. The purpose of the
quality indicators set out below is to focus, structure and facilitate the evaluation of EDC in a
school : they do so by describing which elements of the school’s work to evaluate in this area.

In general, indicators are the basic items submitted to evaluation. To cover what happens in a
school, various national systems of indicators would structure them in four main areas : input,
process, output, context.

However, as they focus on EDC, and in line with the EDC principles and whole-school
approach set out in chapter 2, these EDC indicators

- are structured thematically in three main areas :
e Curriculum, teaching and learning;
e School climate and ethos;
e Management and development.

- present EDC as a principle of school policy and school organisation and as a pedagogical
process.

The entire school work related to EDC is expressed as six quality indicators with each
indicator broken down into more detailed sub-themes and descriptors.

The indicators reflect decisions by the authors about the importance of the particular tasks
which a school performs specifically in relation to education for democratic citizenship. The
content and scope of each indicator are coherent. At the same time the indicators are inter-
related. EDC aspects may appear in only one or the other indicator. Or they may appear in
several indicators and will be considered in the perspective of the respective area.

The indicators, and particularly the descriptors, present a desired quality of EDC. They
provide criteria for judgement, they are a means for comparing what is with what ought to be.
Thus indicators do not describe different levels of quality of schools (from the weak to the
excellent) which must be worked out in the actual evaluation. Deciding on and implementing
measures to improve, step by step, towards such standards is the objective of school
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development planning. Also, as a generic set of indicators, which can not be nationally
specific, they refer to usual practices as far as possible. They are designed as a common set of
guidelines that must be adapted for the actual use in a particular educational system.

The indicators are designed to be easy to use. Nevertheless, indicators are complex in so far as
they are compounds of various school tasks.

At the same time, they should not be considered as a completely exhaustive checklist. A
school may chose one, several or all indicators to evaluate its work. In principle, they reflect
the decision that all stakeholders might or should be included in the process of self-evaluation
and improvement of the work of a school. In particular, the indicators can be used for schools’
internal evaluation as well as for external evaluation for example by inspectors.

Chapter 6 describes in more detail how to use these indicators to evaluate the work of a
school in EDC.

The evaluative framework is summarised in the following table :
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AREAS Quality indicators Subthemes
CURRICULUM, | Indicator 1 - School policies in EDC
X]IE\I?)CHING Is there evidence of an - School development planning in EDC
LEARNING adequate p,lace for EDC ™| _EDC and the school curriculum
the school’s goals, policies o
and curriculum plans? - Coordinating EDC
Indicator 2 - EDC learning outcomes
Is there evidence of - Teaching and learning methods and
students and teachers processes
acquiring understanding of | Monitorine ED
EDC and applying EDC onitoring EDC
principles to their everyday
practice in schools and
classrooms?
Indicator 3 - Transparency
Is the design and practice of | - Fairness
assessment within the I
. - Improvement
school consonant with
EDC?
SCHOOL Indicator 4 - Application of EDC principles in
EEII{I\SI)AS;%ND Does the school ethos everyday life
adequately reflect EDC - Relationship and patterns of authority
principles’ - Opportunities for participation and self-
expression
- Procedures for resolving conflicts and
dealing with violence, bulling and
discrimination
MANAGEMENT | Indicator 5 - Leadership style
AND . .. .
DEVELOPMENT Is there evidence of - Decision-making

effective school leadership
based on EDC principles?

- Shared responsibility, collaboration and
team-work

- Responsiveness

Indicator 6

Does the school have a
sound development plan
reflecting EDC principles?

- Participation and inclusiveness

- Professional and organizational
development

- Management of resources

- Self-evaluation, monitoring and
accountability
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2. Quality indicators for EDC

Curriculum, teaching and learning

Indicator 1 Is there evidence of an adequate place for EDC in the school’s goals,
policies and curriculum plans?

e School policies on EDC

The school has a clear and well articulated statement of its policy for the development of
Education for Democratic Citizenship. This statement is an important strand of its
educational goals for its staff, students and community. The policy clearly relates the broad
goals of EDC to the immediate context and circumstances of the school and to national
priorities for action, and includes clear, practical and strategically important goals for
development in this area - reflecting local needs. The policy also recognises the range of
matters to which attention must be paid including curriculum, teaching styles and practices,
and matters of whole school organization and leadership.

e School development planning in EDC

A plan exists to put this statement into practice. The plan sets out the practical steps to take to
achieve these development goals. The plan is an important component of the overall School
Development Plan (SDP). All staff are aware of this component of the plan, and apply them
to their own professional role and responsibilities within the school and classroom.

e EDC and the school curriculum

The content of the school’s curriculum covers all the areas of knowledge, skills and values set
out in national EDC curriculum guidelines. The school’s policy for integrating EDC into its
curriculum is consistent with national curriculum policies — whether these emphasise cross-
curricular strategies, whole curriculum permeation, or special curriculum inserts or courses.
There is also evidence that the school has taken all these possible courses of action into
account in its planning. An examination of the whole curriculum reveals an appropriate
emphasis on EDC in terms of time allocation and priority amongst targeted learning
outcomes. In addition, these priorities are reflected in the school’s extra-curricular activities in
EDC and in positive and effective school community links.

e Co-ordinating EDC

The school has appointed a co-coordinator or a coordinating group for EDC activities and has
taken steps to delegate the necessary powers and responsibilities to the relevant person or
structure. All staff recognise the importance of this role and mechanism. Procedures exist for
appropriate joint planning and regular reviews of EDC activities. The school has also
committed an appropriate level of available resources to its plans in this area, and suitable
learning materials are available and in use.
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Indicator 2 Is there evidence of students and teachers acquiring understanding of
EDC, and applying EDC principles to their everyday practice in school and classrooms?

e EDC Learning Outcomes

There is clear evidence at classroom level of teachers’ and school administrators’
commitment to achieving student learning outcomes relating to EDC. There is an appropriate
balance of priority on EDC learning outcomes in the lesson plans and everyday practice of the
teachers. Thus, in a cross-curricular perspective, subject teachers still teach their subjects
effectively and well, but they do so in a way, which also respects, highlights and contributes
to EDC goals. There is also, within the overall balance of learning outcomes, adequate
coverage of knowledge of democratic principles, institutions and processes, and satisfactory
practice of participation skills and development of democratic values and behaviours.

¢ Teaching and Learning Methods and Processes

Teachers assume their role as source of knowledge and authority for students and at the same
time relationships between teachers and students are characterised by mutual respect and
recognition of each other’s rights, responsibilities and interests. Teachers combine
transmission of EDC related knowledge and participative and collaborative methods. Students
are provided with opportunities to learn democracy and participation through relevant content
and in practice for example through project work. Such projects are related to classroom work
in which case teachers act as facilitators, and they are also part of extra curricular activities.
Democratic citizenship is learnt through students’ opportunities for involvement, for example
within the community and with NGOs.

e  Monitoring EDC

Arrangements are in place for monitoring the progress of students in achieving EDC learning
outcomes. A variety of methods are used and combined such as tests, teachers’ observation,
peer reviews, students’ portfolio, students’ self-evaluation. A system also exists for
monitoring individual student’s personal and social development and procedures are in place
for responding appropriately and effectively to problems. Students results are reported
regularly to parents. There is evidence of detailed re-planning of teaching based on the results
of this monitoring process. The school can also show evidence of progress in achieving its
goals for EDC.

Indicator 3 Is the design and practice of assessment within the school consonant with
Education for Democratic Citizenship?

e Transparency

Before the assessment of knowledge and skills in specific subjects, teachers explain what they
expect from students and their criteria for marking. They explain to them the results of
assessment, why and how they have formed their own judgements, present them examples of
exams/tests which have received marks at different levels and also explain them the examples
of right answers. Students are encouraged to seek clarification of criteria and the marks they
received. They are involved in the process of assessment whenever it is appropriate.
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e Fairness

A school is applying equality as the fundamental principle in assessing knowledge and skills.
This means that they are given equal marks for equal knowledge and skills. A teacher uses the
same criteria for assessment for all students who as a group should be considered as equal
according to their status, regardless of race, colour, gender, ethnicity, religion, language, style
of life, socio-economic background, political or other opinion, interest for a subject or some
other difference which is not connected directly to the educational process.

Teachers do not use assessment of knowledge and skills in specific subjects for enforcing
discipline.

The school takes steps to ensure that pertinent groups of teachers are developing and applying
the same standards for their judgements and criteria for assessment and that the school’s
criteria refers to the national criteria if possible.

e Improvement

Teachers use assessment for immediate information to students. Students have a positive
attitude towards assessment and use the results in developing their own learning. The results
of the assessment (marks) are communicated to students and parents. They are also used for
school self-development and improving the work of teachers.

The results of assessment are used in school development planning. Based on the findings of
the evaluation process within SDP, including the evaluation of achievements of teachers and
other educational staff, goals for improving school assessment are prepared.

School climate and ethos

Indicator 4 Does the school climate and ethos adequately reflect EDC principles ?

e Application of EDC principles in everyday school life

EDC principles are mainstreamed in all aspects of school life. The school takes clear steps to
ensure that EDC principles are known, appreciated and practiced in everyday life. Students,
teachers and other stakeholders perceive EDC principles as shared values of a democratic
school. They behave in a way that reflects respect for personal dignity, equality, justice,
sensitivity, diversity, inclusion and solidarity. There is a strong commitment of all to
promoting the goals, values, symbols and practices of EDC in regular classes, extracurricular
activities, school festivities and informal contacts.

¢ Relationships and patterns of authority

School promotes open, friendly and caring relationship among all stakeholders. In-school
communication and behaviours reflect patterns of authority that are based on rules and
regulations; clear distribution of roles; rights and responsibilities. All school stakeholders,
particularly students, teachers and parents, have been involved in their preparation and
adoption. School operates as a team in which relationship and authority are established and
exercised with a view to contribute to individual development and classroom and school
cohesiveness.
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e Opportunities for participation and self expression

School functions as an open forum of equal voices of all stakeholders over the issues that
improve quality of learning, teaching and management. Students regularly participate in
decision-making and express their opinions freely at all levels of school life directly or
indirectly - through students’ councils, clubs or similar organizations and media. They are
aware of the importance of participation and self-expression for their own well-being, as well
as for the well-being of school and society. While engaging in discussions, students and all
educational staff demonstrate self-awareness and participation that stem from knowledge,
communicative and deliberative skills, especially active listening, critical reasoning and
reflective and argumentative thinking.

e Procedures for resolving conflicts and dealing with violence, bullying and
discrimination

School has effective policies, instruments and procedures for resolving conflicts and dealing
with violence, bullying and discrimination in a peaceful and dignified manner. Conflicts are
not ignored or resolved by force or authority. Power relations are recognised. The first step to
resolve conflicts is that they are discussed, managed and transformed into a source for
learning of mutual understanding, respect and responsibility by applying the principles of the
protection of personal dignity, respect for diversity, fairness and impartiality. Teachers,
students and other school personnel are prepared for, and committed to peaceful resolution of
disputes, especially to mediation, including peer-mediation, and negotiation.

Management and development

Indicator 5 Is there evidence of effective school leadership based on EDC principles?

e Leadership style

The school leadership demonstrates a good understanding of EDC principles. The school has
a pro-active, inclusive and collaborative leadership. The school governing bodies are
empowered to take decisions concerning the school running and development and there is
evidence that the elected members have an appropriate role in the school leadership. The
headteacher values EDC in school development and policy statements. The school leadership
plays an active role in building a positive school climate and establishes conditions for
dialogue, participation, respect for persons and ideas. The school management ensures that all
members of the institution have access to relevant information.

e Decision-making

The school leadership accepts that it is responsible for all school matters and acts according to
this role. It encourages staff members' initiative, decision and action. A well-functioning
school in this area involves students, parents, community members, as well as social partners
and other agencies in society, in deciding upon future directions of the school. The head
teacher gives credence to collaborative executive action, alternative options, consultative
procedures and joint decision-making.
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e Shared responsibility, collaboration and team-work

The headteacher works to share responsibility within the school community. He/she creates
opportunities for accountability to stakeholders so that the school will be able to show
evidence of learning progress and goals achievement. There is a well-functioning citizenship
development group including headteacher, teachers and representatives of parents and school
elected bodies (e.g. student councils and parents committees). New teachers are supported to
develop their EDC teaching approach and their role within a mainstreamed EDC school
policy. The headteacher treats all staff members as partners. He/she locates himself/herself as
an integral part of the school community rather than maintaining a hierarchical distance from
it. The school leadership seeks dialogue, debate and negociation in case of dilemmas,
different viewpoints and conflicts. The staff recognizes and accepts its responsibility in
decision-making and school development. Teachers work together on development tasks and
cross-curricular themes.

e Responsiveness

The school leadership is well informed about and committed to implement the legislation and
policy frameworks related to EDC. The headteachers make use of him/her status as
professional leader to promote teaching and learning practices which support the EDC
principles. He/she works with other staff members to deal effectively with undesirable
incidents such as school violence, discrimination, sexism, marginalisation, racism,
xenophobia, prejudice against particular religious or cultural groups.

Indicator 6 Does the school have a sound development plan reflecting EDC
principles?

e Participation and inclusiveness

The school development planning is an effective collaborative process. It involves a variety of
participants (the governing body, the headteacher, the teaching staff, the citizenship
development group, the parents, the students and the local community) in the whole planning
cycle. The management team empowers all staff members in order to assure a clear
commitment, a common responsibility and support for the plan. The school development plan
contains adequate provisions and action that the educational needs of all students, including
those having a disability or special learning needs, are identified and provided for. There are
appropriate structures for collaboration and consultation to address specific issues of
implementation (e.g. working groups, steering committees, experts and consultative teams,
external representative bodies, etc.). The local community is involved in the planning and
implementation processes. This implies local needs analysis, development of joint school-
community projects, participation in monitoring and evaluation, lobbying, sponsorship and
marketing. The local community endorses the school development priorities, including EDC-
related issues.
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e Professional and organizational development

The plan meets the professional and organizational development expectations of the whole
school. It values the innovative potential of EDC practices and activities. It provides a
rationale and programme for a range of links with the local community, paying particular
attention to local priorities.

e Management of resources

Staff have a good professional background and provide quality services. The plan provides
concrete responsibilities for every individual and introduce systematic review of the training,
information and development needs of all participants. The school development plan values
EDC - related skills, e.g. knowledge about democracy and its institutions, social and
communication skills, participation and accountability (monitoring, evaluation, reporting)
skills.

There is a wide range of resources available to all members of the institution. The school
materials, facilities and ancillary services are matched to meet school needs effectively and
economically. The management team has established the subsequent costing of the
implementation of the plan through negociations between professional and lay bodies (e.g. the
governing bodies). The school is managed as a budget centre, which implies more concern for
the efficient use of resources, capacity to attract sponsorships, use of performance indicators,
accountability and public relations activities. There is a realistic time-frame for the
completion of the whole planning cycle e.g. within a range from three to five years.

e Self-evaluation, monitoring and accountability processes

There is an effective school self-evaluation scheme involving peer review, reflection sessions,
and progress reports presented to governing body and various stakeholders. The school
management provides a regular system of reporting on progress in the lights of achievement
criteria and performance indicators. It has a systematic attention to the efficient use of
resources and gets feedback on the continuing appropriateness of targets, tasks, remits,
working methods and time-scale. The school leadership ensures accountability to students,
parents, educational staff, management team and the local community.



42

CHAPTER 6 : SCHOOL DEVELOPMENT PLANNING OF EDC

This chapter is a toolbox. Its objective is to assist schools in preparing and carrying out
development planning of EDC. It focuses primarily on self-evaluation process as the basis of
development planning of EDC and provides initial indications on how to use for this purpose
the evaluative framework on EDC included in chapter 5. This chapter

- follows the various steps of self-evaluation and development planning;
- gives basic information, guidelines and tools;

- includes examples from schools and from models from different countries.

1. Introduction

This chapter is to be seen as a starting point, introduction and incentive to adopt development
planning of EDC in school.

Yet it is not conceived as providing ready-made answers. It is neither a manual nor is it
exhaustive. Those who will design and implement a full-fledged self-evaluation of EDC are
invited to look for additional resources and guidance in their country, as well as to the
resources list in the appendix of this Tool. Preparatory work will be necessary to develop
further and to adapt the proposed tools to the individual school’s situation and its priorities
concerning EDC. This preparatory work is part of the initial stage of the self-evaluation
process. Users who are more experienced in evaluation may wish to go directly to section 3
that indicates how to use the specific evaluative framework of EDC.

2. General guidelines for school self-evaluation

2.1.0bjectives of school self-evaluation

As stressed in the previous chapters, school self-evaluation is the first step within a school
development planning process, which itself is the heart of a quality assurance system in
education.

The main objective of self-evaluation is that the school finds out how well it is fulfilling its
educational mission as set out in national and local educational policy guidelines. Similarly,
the main objective of self-evaluation of EDC is that the school finds out how good it is in
EDC by relying on EDC principles set out in chapter 2 alongside national and local policy
guidelines in this field.

As part of the development cycle described in chapter 4, establishing what the situation of
EDC is in a particular school can take two forms:

- assessing the situation prior to initiating the development planning process (initial self-
evaluation);

- assessing the state of implementation of an EDC development plan (follow-up self-
evaluation).

The follow-up self-evaluation may be carried out in two ways:

- comprehensive self-evaluation to provide a general overview of development in this field;
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- focused self-evaluation to provide detailed information on development in a specific EDC
area of interest to school (e.g. school management).

Consequently, self-evaluation should not be seen as an end in itself but as an essential part of
an improvement process. As initial evaluation, it is the very beginning of a permanent process
of change. As follow-up evaluation, it launches each development planning cycle (see
graphics on page !!!).

2.2.The self-evaluation process : how to begin ?

Self-evaluation of EDC is complex and demanding but it is also a very rewarding process. It
takes between several months and one school year to be properly prepared. For schools with
no experience in self-evaluation it may be a challenging period involving the following steps
and activities :

e raising the awareness of all stakeholders about the need for and process of self-
evaluation of EDC as a means for personal, professional and school improvement;

e making sure that all stakeholders are informed about the evaluative framework in EDC
and its purpose;

e selecting the most appropriate approach for self-evaluation in consultation with a
broad range of stakeholders and experts;

e designing valid and reliable evaluative tools with, if needed, the assistance of experts
from education research institutes or teacher training faculties;

e preparing school staff and other stakeholders for evaluation, including their training in
the use of evaluation tools;

e creating a climate of truthfulness, honest reflection, trust, inclusion, accountability and
responsibility for outcomes.

Recognising and diminishing the threatening connotations of evaluation, understanding the
challenge of self-evaluation as a learning process, developing appropriate evaluation
knowledge and skills, and strengthening the commitment of all to school improvement are the
hallmarks of a process through which a culture of self-evaluation emerges.

A first step in meeting these challenges, before taking the whole school into consideration,
could be to carry out smaller evaluation projects such a pilot-evaluation of classroom or
school projects in EDC or of other aspects of school life.

As an application of their marketing subject, “Students in the 9th form made a marketing research on the topic
“The opinions of the 9th form students about the high school where they learn”. The students were coordinated
by [their] professor. Between 5-15 May 2002 were questioned 168 students in the 9th grade, from a total of 176
students both boys and girls”.

“Mihail Sebastian” High school, Braila, Romania."

Based on the experience gained, the school could launch an overall self-evaluation process.
The initial self-evaluation should cover all the important aspects of EDC along the lines of the
evaluative framework presented in chapter 5. The purpose of the initial evaluation is to
produce a general overview of EDC. It should therefore be extended to include all EDC

" In I-Probe Net, Comenius 3 network on self-evaluation of projects and project based learning at school,
www.i-probenet.net
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indicators and descriptors. While broad in scope, the information thus obtained remains
shallow in the level of detail.

A deeper analysis will take place through a follow-up evaluation, tackling EDC aspects
comprehensively and / or focusing on priority issues. Data collection and analysis would be
carried out more in depth, so as to better understand identified strengths and weaknesses.

Over the years, the scope and issues of evaluation will become more focused and detailed. It
should be pointed out, however, that a more detailed self-evaluation often requires more
preparation and expertise in designing and implementing the evaluative tools, as well as in
interpreting the data.

The development of evaluation skills is a gradual process which may be difficult to achieve in
some countries. However, lack of preparedness and expertise should not discourage schools
from starting the self-evaluation process. The golden rule for those schools new to the process
is that their capacities should match the complexity of evaluation.

2.3.The self-evaluation process : who is involved ?
a. A self-evaluation team

The quality of self-evaluation of EDC depends on good organisation. The whole process
should rest either with the head teacher or with another person clearly appointed for this role
and with a precisely defined mandate. In line with EDC principles, a participatory and
collaborative approach should be adopted. Many of the tasks listed above may be entrusted to
a selected group of stakeholders’ representatives who may function as the evaluation design
and monitoring team throughout the self-evaluation process.

The team may include 7-9 persons. The exact composition will vary from country to country
depending on the existence of the various functions. It could include the head teacher, one or
two teacher representatives, one or two student representatives, the school-based advisor (in
some countries it is a pedagogue or school psychologist), one parent, one local community
representative (e.g2. NGOs) and a representative of research institutes or teacher training
faculties. If the school has an EDC coordinator (or EDC coordinating group) he/she (or the
representative of the EDC coordinating group) should also be included in the evaluation team.
It is essential that all stakeholders are represented and that the team includes the necessary
knowledge and skills for undertaking a self-evaluation.

Providing the team has appropriate knowledge and skills in self-evaluation in general, and of
EDC in particular, its mandate may include the following tasks:

e prepare evaluation tools;

e provide training of school staff in evaluation techniques and the use of evaluation
instruments in EDC field;

e provide information and counselling for evaluators and stakeholders throughout the
self-evaluation process;

e monitor the implementation of evaluation tools;

e analyse and interpret the findings in cooperation and consultation with a broad range
of stockholder groups and outside experts;

e prepare different forms of reports for different groups of stakeholders;
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e receive and analyse the stakeholders’ comments and suggestions upon their review of
the reports.

The number and nature of these tasks will also depend on whether there are national
guidelines for self-evaluation, in general, and of EDC, in particular. In countries with no such
guidelines, the school starts from a “zero-level” and develops its own approach to self-
evaluation by relying on its own capacities. In such circumstances, a helpful support strategy
is to belong to domestic or international networks of self-developing schools'*. These
networks provide materials and resources as well as good opportunities for the exchange of
experience, notably when problems appear, and for accumulating practical expertise in the
field, which may lead to the formulation of national or local policy guidelines for self-
evaluation of EDC.

b. Involving students and other stakeholders

Given EDC principles and for the sake of coherence, evaluating EDC requires the
involvement of stakeholders in the evaluation process. As a general principle, the opinions of
the various stakeholders such as students, parents and teachers should be sought and
compared. This can be achieved for example through parallel and similar questionnaires.

Collecting views of students is an important aspect of the school improvement process.

Can what students tell us make a difference ? Our answer — and that of many teachers we have worked with — is
emphatically ‘yes’. Pupil commentaries on teaching and learning in school provide a practical agenda for change
that can help fine-tune or, more fundamentally, identify and shape improvement strategies. The insights from
their world can help us to ‘see’ things that we do not normally pay attention to but that matter to them. °

Pupils are now asked to evaluate teachers. As this is the first time such an evaluation is done, each teacher could
select two classes to evaluate him/her. The idea is that teachers get an impression of the way pupils look upon
his/her teaching methods, the weak and the strong points. For the school management this will help them in
deciding what kind of training teachers may need. This year a teacher can decide whether or not to bring this
report to the annual interview with one of the heads of department.

Stedelijk Dalton Lyceum, Dordrecht'®

Collecting the views of students is also closely linked to acquiring EDC skills and
competencies such as self-reflection, critical thinking, responsibility for improvement and
change. It fulfils students’ right to expressing their views on matters that concern them and
provides them with a role as active participant within the school community. Finally, it
contributes to more equal relations between students and teaches. Thus the UK Qualifications
and Curriculum Authority included a study of pupils perceptions in its 2002/3 annual report
on citizenship education to “find ways in which young people could be consulted and as part

of QCA’s broader research into pupil perceptions of the curriculum”."”

' See for example I-Probe Net, Comenius 3 network on self-evaluation of projects and project based learning at
school, www.i-probenet.net; The Treasure within, Comenius 3 network on evaluation of quality in education,
www.treasurewithin.com

"> How to improve your school — giving pupils a voice, Jean Rudduck and Julia Flutter, Continuum, 2004.

'In I-Probe Net, Comenius 3 network on self-evaluation of projects and project based learning at school,
www.i-probenet.net

' Citizenship, 2002/3 Annual Report on curriculum and assessment, www.qca.org
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A variety of methods can be used for gathering students’ views. The QCA study examined the
“appropriateness of various means of eliciting the authentic views of students”, such as
interviews conducted by adults, interviews conducted by other students, the use of tape or
mini-disc recorders, individual or group interviews and focus groups, the significance of the
venue for interviews, the use of questionnaires, online questionnaires.'®

For example, the questionnaire below is an excerpt of the materials prepared for school self-
evaluation in Slovenia'®. A survey questionnaire for “taking the human rights temperature of
your school” is available online®”. Whatever the method, it is important to bear in mind the
risk of students expressing opinions which they think desirable within the school and the
teaching context, particularly if information is nominative and disclosed. The Belgian
example of an apparently very open process nevertheless entails that risk.

Is this true for your class ? I strongly I agree I disagree | I strongly
agree disagree

My class always feels like one group

My class is made of groups of students which do not
understand each other well

My class is violent

I like my class because I feel well in it

I like my class because my students are fond of me

I would prefer to be in another class in this school

In De Toverboom the children of the CD-class, the sixth class, receive four times a year a report, written by their
teacher.

But why shouldn’t the teacher get a report? So teacher Jan receives twice a year a report from his students. This
way they can learn from each other how to deal with judging and being judged.

In September the teacher tells his students to think about their teacher’s behaviour. In November the students
write a first report about teacher Jan. He discusses with them some of the aspects that are not quiet clear and
takes their remarks and proposals into account.

Before Easter there is an other report for the students and the teacher. At this time of the year the teacher can still
take the comments of his students into account to improve his better points even more and to correct his lesser
points.

The students use pictures, marks, graphs, text, ... to judge their teacher.

The report offers the possibility of feedback on attitudes and behaviour. It reassures the students and makes the
relationship between teacher and students more equal and mutual, which is the basis of good teamwork.

De Toverboom School - The Magic Tree School, Belgium®!

"% ibid, p. 18

' Handbook for “quality evaluation and quality assurance in education”, Slovenia, http://kakovost.ric.si; free
translation.

20 See www.hrusa.org/hrmaterials/temperature/echrem.shtm

' In I-Probe Net, Comenius 3 network on self-evaluation of projects and project based learning at school,
www.i-probenet.net
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2.4.Ethics of evaluation
Evaluation is governed by a number of general ethical principles, including the following :

e contextuality, comprehensiveness, sensibility and reflexivity in all stages of the
evaluative process;

e respect for the integrity and dignity of every person involved;

e non-discrimination and respect for privacy, especially when evaluation relates to the
more personal aspects of school life;

e confidentiality and commitment to change for the benefit of all;

e understanding of the data in terms of personal judgment and interpretation that need
careful checking to avoid over-generalisation and biased conclusions.

These principles are particularly relevant for school self-evaluation of EDC which targets not
only knowledge but also values, skills and attitudes.

3. Using the quality indicators of EDC

The evaluative framework set out in chapter 5 is designed as a starting point for evaluating
EDC. The EDC quality indicators and descriptors are not meant to be used straightforwardly
in school self-evaluation. They need to be adapted to priorities and policy guidelines for EDC
that exist at local, national, European and international level, as well as to specific conditions
of a particular school. The detailed evaluation plan should balance overall priorities with the
school learning objectives established on the basis of discussion and consultation among
teachers, students, parents and other school-based stakeholders.

3.1.General principles for evaluating EDC

EDC is a dynamic, all-inclusive and forward-oriented concept. It promotes the idea of school
as a community of learning and teaching for life in a democracy which goes far beyond any
particular school subject, classroom teaching or traditional teacher-student relationship.
Although it refers to new approaches to knowledge acquisition and skill development, it is
primarily concerned with changes of values, attitudes and behaviour.

These characteristics of EDC should be taken into consideration throughout the self-
evaluation process. Value learning and attitude nurturing differ from the acquisition of factual
knowledge and development of cognitive skills. While the latter target understanding and
memory, the former elicit commitment and action. Consequently, school self-evaluation of its
performance in value and attitude change across all EDC areas, as identified in chapter 5,
should primarily focus on learning processes, as well as on experiences, subjective
interpretations and patterns of behaviour of stakeholders. It should target explicit as well as
implicit understanding of school events, expressed as well as presumed, or hidden values and
attitudes, overt as well as covert behaviour, of both individuals and groups. The simplest way
to measure value change in EDC is to let people talk, comment and discuss each particular
EDC issue.

Consequently, like any good evaluation, evaluating EDC will include both quantitative an
qualitative data and methods. However, it is likely that the qualitative dimension will be
predominant.
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3.2. Asking the right questions

To be used for evaluation, the EDC indicators and descriptors in chapter 5, need to be turned
into questions for data collection. The starting point of an evaluation is clarifying what
information is needed.

When designing the evaluation process and deciding on its different components such as the
evaluation contents, the type of data, the sources of information and the evaluation methods,
the framework can be used as a reference to answer the following questions :

what information and evidence is to be looked for (e.g. organisation of the school,
dominant values in the classroom, understanding of key concepts, relationships of
authority, etc.)?

which EDC learning setting does the relevant indicator / sub-theme / descriptor refer to,
where is evidence to be looked for ?

which documents will provide the necessary information (e.g. school policy document,
school curricula, the school statute, students’ charter; teachers code of ethics, etc.)?

which persons / groups of stakeholders will provide the necessary information (e.g.
students, teachers, parents, local administration, NGOs, etc.)?

how is data to be collected (e.g. questionnaire, focus-group discussion, individual
interviews, observation, etc)?

Then indicators and descriptors should be turned into appropriate questions for investigation.
The table below provides a few examples of such questions™> based on the EDC indicators :

2 The questions are taken from a resource paper prepared in Northern Ireland for inspecting citizenship
education in post primary schools.
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Indicator

Subtheme

Example questions

Indicator 1

Is there evidence of an
adequate place for EDC in the
school’s goals, policies,
curriculum plans?

School policies on
EDC

Does a specific school policy document exist for EDC ?

Is it accompanied by implementation measures?

EDC and the school
curriculum

How much time is allocated to EDC ? Is it sufficient ?

Indicator 2

Is there evidence of students
and teachers acquiring
understanding of EDC and
applying EDC principles to
their everyday practice in
schools and classrooms ?

Learning outcomes

Are students:

- developing confidence in their own personal qualities,
reflecting on their own experiences and acquiring a
growing sense of self-esteem;

- learning to be patient and tolerant in their
relationships with one another;

- respectful of , and learning to celebrate, differences
among their peers, and within the wider community?

- having worthwhile experiences that support informed
decision making and practical action.

Teaching and learning
methods and processes

Do teachers take advantage of :
- local incidents, events and initiatives;

- points of interest for the students, e.g. events which
touch the lives of individuals and the community;

- news and current affairs?

Indicator 4

Does the school ethos
adequately reflect EDC
principles?

Application of EDC
principles in everyday
school life

What is the tone and style of notices?

Indicator 5

Is there evidence of adequate
school leadership based on
EDC principles?

Shared responsibility,
collaboration and team
work

Who is involved in drafting school policies in general
and for EDC specifically ?

The following questions may be useful when talking with students™ :

 The questions are taken from “Inspecting citizenship, with guidance on self-evaluation”, OFSTED, UK, 2002
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Indicator

Subtheme

Example questions

Indicator 2

Is there evidence
of students and
teachers acquiring
understanding of
EDC and applying
EDC principles to
their everyday
practice in schools
and classrooms ?

EDC learning outcomes

What have you learned about citizenship that you find
particularly interesting and relevant for your everyday life?
Does anything seem dull or irrelevant to you?

Teaching and learning
methods and processes

- How do teachers make it clear to you when you are
studying something about citizenship, even when the lesson
is also about other subjects or topics?

- Does the work that you do in citizenship and different
subjects make sense to you? Are there connections in
subject content? Can you use skills from one lesson in
another?

- What opportunities are provided for discussion, and to take
part in citizenship activities?

- Have you been given any responsibilities when
undertaking citizenship activities? What have you gained
from them?

- Have you had the opportunity to work together with
others?

- What opportunities have you had to discuss controversial
issues, such as aspects of politics, and topical issues and
events?

- Do you learn about the different cultures represented in the
school/local community/country?

- Do you have the opportunity to discuss and challenge
stereotypes, for example, about gender and ethnicity?

- What sources of information are used in citizenship
lessons?

- What activities have you been involved in related to the
community? What were the activities about and what did
you achieve?

Monitoring EDC

How do you know what progress you are making in
citizenship? How is your work assessed?

Indicator 4

Does the school
ethos adequately
reflect EDC
principles?

Opportunities for
participation and self
expression

- Have you had any opportunity to participate in making
decisions?

- How do you know your views are listened to?

- Is there a school council to which you can contribute?
How does it operate?

Designing a set of questions for investigation of EDC does not mean preparing and applying a
questionnaire. The questions are pointers of what is to be looked for. They need to be
prepared carefully, they need to be clear. It may be useful to have others check the questions
to see if they can understand them.

Once they are formulated, the questions serve as the basis for making decision on self-

evaluation tools.
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3.3.Deciding on methods

A variety of methods can be used to collect data. The main ones are questionnaires,
interviews, focus groups, observation, document analysis. Other more informal and creative
methods are portfolios, diaries, photo evaluation, story telling. A brief description of methods
is provided in Appendix 2.%*

Within the framework for evaluating EDC in school, set out in chapter 5, the descriptors
differ in scope and complexity. Some are more factual (e.g. the existence of school EDC
policy; the integration of EDC into school curriculum etc.), others are more value-based and
refer to attitudes (e.g. the commitment to EDC principles; free expression of students’
opinions etc.) and others yet are more procedural and process-oriented (e.g. the treatment of
all students equally and with dignity; the involvement of students in assessment; peaceful
resolution of conflicts etc.).

To understand its position concerning each of these three dimensions, the school needs to
diversify and combine the data and the ways in which data is collected. Evaluation of these
dimensions requires the use of multiple evaluation tools. The choice of tools will depend
foremost on the type of information which is looked for. But the target group of the
investigation will also have to be considered when choosing the most appropriate method.

For example, the assessment of school policy in EDC (Indicator 1) covers several interrelated
(factual and attitudinal) issues:

e The existence of the statement of school policy in EDC may be established through
document analysis — either there is or there is not such statement.

e The assessment of the quality of its articulation asks for a different type of
investigation. It relies on some criteria which are defined prior to evaluation. In EDC,
a well articulated school policy means that EDC principles make an integral and
explicit part of all areas of school life (curriculum, teaching, learning, school climate
and ethos, management and development). If this criterion is accepted an easy way to
assess the quality of statement is by combining document analysis with check-list on
EDC principles.

e The assessment of understanding of the statement of school policy in EDC by
different stakeholder groups is yet another issue. It may be carried out by use of more
or less standardised knowledge assessment tools (e.g. tests), by more narrative
evaluation tools, such as interviews or by self-assessment scales.

The following table provides initial examples for three indicators of possible methods to be
used according to the type of question addressed :

Indicator 1 : adequate place of EDC
in school’s goals, policies,
curriculum plans

Subtheme : school policies in EDC

Do school policies in EDC exist ?

Checklist of documents
Document analysis

What is the quality of the EDC
school policy ?

Document analysis, comparison
with check list of EDC principles

Do stakeholders know about and
understand the EDC school policy?

Questionnaire with self-assessment
scales
Interviews

* See also “a practical guide to self-evaluation” prepared by John MacBeath, Denis Meuret, Michael Schratz,

http://europa.eu.int/comm/education/archive/poledu/pracgui/practi_en.html
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Indicator 2 : understanding of EDC
principles, learning and applying
EDC principles to everyday practice
in schools and classrooms

Subtheme : teaching and learning
methods and processes

What is the teaching process on
EDC ? what are the lesson plans
and classroom activities ?

Checklist of documents
Document analysis
Teachers portfolio
Photo evaluation

Is the teaching based on EDC
principles ?

Observation, peer-observation
Questionnaires

Interviews with teachers and
students

Story telling by students and
teachers

Focus group with students

Indicator 5 : effective school

How are decisions made in the

Document analysis

leadership based on EDC school ? Who is involved in Questionnaire
principles? decision-making ?
Subtheme : decision-making Is decision-making based on EDC | Observation
principles ? Questionnaire
Interviews

The next table contains a general overview on what methods or tools to use for the quality
indicator presented in chapter 5.

Areas Quality indicators | Descriptors Evaluation tools
CURRICULUM, Indicator 1 - School policies in EDC Document analysis
TEACHING AND Is there evidence of | = School development observation
LEARNING Vi planning in EDC focus-group interview

an adequate place - EDC and the school

for EDC in the .

school’s goals currlculpm .

S > - Coordinating EDC

policies, curriculum

plans?

Indicator 2 - EDC learning outcomes | peer-observation

Is there evidence of | - Teaching and learning QOcurpent analysis

methods and processes interviews
students and Monitori .
. - Monitoring EDC portfolios
teachers acquiring o
. diaries

understanding of focus eroups

EDC and applying group

EDC principles to

their everyday

practice in schools

and classrooms ?

Indicator 3 - Transparency peer-observation

Is the design and - }:almess ?ocus-%roup interview

cactice of - Improvement ocused questionnaire

p o document analysis

assessment within

the school consonant

with EDC

principles?
SCHOOL CLIMATE | Indicator 4 - Application of EDC observation and peer-observation
AND ETHOS Does the school pr(l)nmples 1.n.everyday life | force field . .

- Opportunities for focused questionnaire
cthos adequately articipation and self- focus-group discussion
reflect EDC p P? . group

rinciples? expression ' Interviews
p ' - Procedures for resolving | story telling
conflicts and dealing with | document analysis




53

violence, bulling and
discrimination

- Relationship and
patterns of authority

photo evaluation

MANAGEMENT
AND
DEVELOPMENT

Indicator 5

Is there evidence of
adequate school
leadership based on

- Leadership style

- Decision-making

- Shared responsibility,
collaboration and team-
work

observation and peer observation
focused questionnaire

rating or Likert scale

focus group discussion

EDC principles? .
p P - Responsiveness
Indicator 6 - Participation and document analysis
inclusiveness focused questionnaire
Does the school . d
- Professional and observation
have a sound o . .
organizational rating or Likert scale
development plan . .
; development interview
reflecting EDC
. - Management of
principles?

resources

- Self-evaluation,
monitoring and
accountability

Finally, the process of data collection should follow the famous KISS principle: Keep It
Simple Stupid. The selection of methods and tools should be made in accordance with the
existing capacity in evaluation skills, opportunities for professional development, expert

support, available resources and time.

4. Analysis, drawing conclusions and reporting

After its collection, the data needs to be processed. The analysis and interpretation of the
collected data depends on the objective and the scope of self-evaluation of EDC. The deeper
the evaluation, the more detailed data will be necessary, and the more complex the data
processing and analysis will become. Given this, schools may find it beneficial to invite

experts from research institutes or training faculties to assist in developing the scope of and
carrying out EDC self-evaluation.

The data collected for example through questionnaires, observation, interviews etc should to
be organised and categorised in line with the main evaluation objectives and questions. The
analysis will seek to identify patterns, associations, causal relationships; the interpretation will
seek to put the information into perspective.

4.1.1dentifying strengths and weaknesses

The most important aspect of the analysis and interpretation of data, with a view to
development planning, is the identification of the school’s strengths and weaknesses in EDC.
This identification provides the basis for establishing the priorities of an improvement
strategy.

In this Tool, it is proposed that a school’s performance in EDC should be measured using a
four point scale. An overall judgement on each indicator should be made based on the
relevant collection of data according to the following four performance levels :

level 1 : significant weaknesses in most or all areas
level 2 : more weaknesses than strengths
level 3 : more strengths than weaknesses

level 4 : strengths in most or all areas and no significant weaknesses
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The following description of the four levels of performance for indicator 1 is provided as an
example for developing the four point scale for EDC :

Indicator 1 : evidence of an adequate place for EDC in the school’s goals, policies, and curriculum plans

Level 1

The school has no policy statement for the development of EDC. EDC is in no way related to
any of the areas of school life. School personnel and students are largely unaware of EDC.

Level 2

The school has a policy statement for the development of EDC. However, it is not well
articulated and no EDC priorities are clearly set up. Besides, the policy is not accompanied
by a plan of action which nullifies its impact on practice

Level 3

The school has a well-articulated policy statement for the development of EDC which
corresponds its overall priorities, as well as to local and national priorities. The policy clearly
sets the principle of integrating EDC into all aspects of school life (curriculum, teaching and
learning; school climate and ethos; school management and development). However, it is not
accompanied by a clear plan of action which causes gaps in its implementation.

Level 4

The school has a well-articulated policy statement for the development of EDC which
corresponds its overall priorities, as well as to local and national priorities. The policy clearly
sets the principle of integrating EDC into all aspects of school life (curriculum, teaching and
learning; school climate and ethos; school management and development). The policy is
accompanied by a straightforward plan of action clearly defined specific measures and
responsibilities

However, it should be stressed that the descriptions of the four levels is somewhat arbritrary
for the purpose of the exercise. They are provided as examples and may not necessarily mirror
the school’s reality where different aspects would combine or appear differently in one level

or another.

The school’s overall performance can be visualised in different ways as is illustrated by the
following fictitious example.

e A school’s results ....

Indicator

Indicator

Indicator

Indicator

Indicator

Indicator

1

2

3

4

5

6

Level 1

Significant weaknesses in most

or all areas

Level 2

More weaknesses than strengths

Level 3

More strengths than weaknesses

Level 4

Strengths in most or all areas
and no significant weaknesses
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e ... presented in a profile chart

school performance

I
14
1 2 3 4 5 6

indicators

N W b

levels

4.2.Conclusions from the evaluation

Overall conclusions should cover four basic areas :

- The school’s achievement in EDC in general;

- The school’s position on each quality indicator;

- The most successful and the weakest aspects of EDC in the school;

- The most critical points that may threaten further development of EDC in school.

In case of a follow-up evaluation conclusions should also provide a comparison with previous
overall and / or particular evaluations to establish the level of progress, stagnation or
regression in general and / or in specific fields. Possible explanations and causes for both
should be given.

The analysis will need to take into account the context of the school, for example available
resources, its multicultural mix, etc.

The final analysis and conclusions should also integrate, if available, appropriate and relevant
EDC data from external sources such as national examinations results, results of inspection on
the school in general or of EDC specifically, etc.

4.3.Reporting

The final step of the evaluation process is reporting. Reporting is an important aspect of an
overall system of quality assurance and provides the bridge between evaluation and
development planning.

A school’s reporting may differ in extent and style depending on the audience being
addressed. In EDC schools should prepare different reports for different groups of
stakeholders, such as:

- comprehensive reports to the school staff, school board, the ministry and inspectorate;
- simplified reports to parents and other stakeholders belonging to local community;
- brief'reports to the wider public, including the media (leaflets, brochures, etc.);

- reports prepared for school web-site.
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All reports on EDC must be kept simple and clear. They should include relevant tables and
graphs, especially for parents and out-of-school stakeholders. The practice of permanent
reporting to all stakeholders against the key objectives set out by school EDC development
plans is important for awareness raising in EDC and for strengthening local interest in
promoting EDC in the school and local community, as well as for the development of the
government’s overall strategy in this field.

5. Development planning of EDC
5.1.A step-by step approach

The basic assumption of this Tool, stemming also from research®, is that schools will have
very rarely and exceptionally achieved EDC at performance level 4. The context has a strong
influence on the possibility of achieving level 4, including the degree of awareness and
mainstreaming of EDC in education policies, the preparedness of schools and teachers, the
availability of materials, the overall social, economic, cultural context at school, local,
national, European and international levels, etc.

The main challenge is therefore to establish a step-by-step improvement process which, is
based on the starting level which the school will identify in the self-evaluation process. The
EDC development plan will fix one level after another as a development target and not aim at
level 4 immediately.

The following diagram illustrates the four levels of possible fictitious stages and scenarios. It
was adapted from a model for schools’ self-evaluation in Sweden, which is included in
Appendix 3.%° The examples below are indicative and chosen arbitrarily, and they do not
cover the content of all indicators set out in chapter 5. But this model could be adapted to
concrete situations using the EDC indicators of chapter 5 and on the basis of existing EDC
guidelines at national and school level.

5 ¢f All-European study on EDC policies, Council of Europe, 2003

%6 ¢f. Qualis Project, where twelve municipalities in Sweden carried out an overall quality assessment of local
schools. See http://www.qualis.nu/nacka/assess.htm
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5.2.Preparing the EDC development plan

As indicated in chapter 3, the school development planning of EDC will need to include the
following dimensions on the basis of the previously identified patterns of strengths and
weaknesses :

o Elaboration of a development strategy including decisions on priorities for
development during the following year, definition of development objectives,
setting of targets within the capacity of the school to deliver, identification of
steps to be taken to reach objectives and targets, as well as responsibilities.
(Sometimes Local Education Authorities or even national inspectorates are
involved in this latter process.)

o Identification of particular, or sometimes even individual, training needs
resulting from these priorities ( Principal and staff of the school), and the
development of a training plan as part of the overall development plan.

o Identification of needs for other support (Consultancy/ new learning
resources/etc) and the sourcing of appropriate means to meet these.

o Identification of ways in which the organisation or management of the school
needs to change in order to meet these new priorities and targets, and the
allocation of resources to the this planned development

o Setting up simple ongoing means of monitoring progress towards these
priorities and targets and arranging for appropriate responsive action if required.

The School Development Planning Initiative in Ireland®’ provides the following guidelines
for prioritising :

The school's resources of personnel, expertise, energy, time and money are limited. Accordingly, the needs and
possibilities must then be prioritised in terms of

- Their importance to the development of the school, in the light of all the context factors
- The current capacity of the school to address them
- The current commitment of the school to dealing with them

In selecting priorities, it is important to be mindful of the need to achieve an appropriate balance between
maintenance and development. Continuity with past and present practices must be maintained to provide the
stability that is the foundation of new developments. Reforms do not necessarily change everything.
Consideration must be given to the amount of development work that the school has the capacity to sustain.
Development planning must accommodate the consolidation of past change, the introduction of current change
and preparation for future change.

In line with EDC principles, not only is the final outcome important, i.e. the development plan
of EDC, but also the preparation process, which should be participative and involve all
stakeholders. Responsibilities, roles and tasks for preparing the development plan should be
clearly defined. The self-evaluation report should be presented to all stakeholders and a
consultation and discussion process with stakeholders should take place on the basis of the
evaluation findings. This consultation process should possibly include focus group
discussions, school debates, students debates (in the students council, in class, in students
media), individual and group interviews or questionnaires (e.g addressed to parents).

T see www.sdpi.ie
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The following table can be used to summarise the School Development Plan*®. The last
column helps to monitor progress of implementation and provides a useful starting point for

the next development planning cycle.

School area

(based on the
quality indicators
for EDC)

Actions

Who

When by

Support

Evidence of

implementation

A development planning process in a school in Ireland was described in the following way™ :

In creating our whole school plan at St.Patrick’s, we started an enjoyable and worthwhile process of self-
evaluation together. A member of The School Development Planning Support initiative guided us initially. He
introduced the S.C.O.T process of school review (Strengths, concerns, opportunities, threats) We wrote down a
list of our strengths in all areas — from the physical environment to the school ethos. We then took a step back
and identified some areas we felt could be better. Privately, each teacher assigned three points to the area which
felt needed dealing with urgently, two points and one point to the next most urgent. Our principal tallied the
results and we identified the five most important issues to deal with in that school year. We talked about how we
would go about addressing these issues, and then highlighted things which might interfere with our plans. Our
principal gave us a list of the ideas and the dates that we should have implemented by.

Some time later we met and reflected upon what had gone well and what needed further attention. We have
started the process again this year with five new areas to be addressed. The process was positive from the
beginning as we enjoyed making a very long list of our strengths. We were confident in ourselves immediately.
All teachers were involved from the start. The ideas came ‘bottom-up’ as opposed to ‘top down’ so there was
immediate ownership of the ideas. We set ourselves five achievable targets — trying to address all of our
concerns in one school year would have been unachievable and demotivating. We experienced success last year,
and so we wanted to do it again.

St. Patrick Primary School, Slane, Co.Meath, Ireland.

5.3.Implementing the EDC development plan

The possibility to implement the EDC development plan will depend on measures within the
QA system for EDC as described in the next chapter.

% This table is based on the self-evaluation tool for citizenship education published in June 2004 by the
Department of Education and Skill, UK. See www.dfes.gov.uk/citizenship

% In I-Probe Net, Comenius 3 network on self-evaluation of projects and project based learning at school,
www.i-probenet.net
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CHAPTER 7 : TOWARDS A QUALITY ASSURANCE SYSTEM OF EDC

This last chapter of the Tool complements the previous considerations of quality assurance of
EDC at the school level. It provides an overview of the role of education policies in
developing the system of quality assurance of EDC. It examines the needs and implications of
EDC-QA at the level of the education system, in two parallel ways :

- itreviews the system of quality assurance, and its components, from an EDC
perspective;

- it examines the requirements for a specific QA system of EDC;

Finally it provides a checklist of policy measures which are necessary for setting up a quality
assurance system of EDC.

1. Introduction

Chapters 5 and 6 considered self-evaluation and development planning of EDC in schools as
the core of quality assurance in this specific area. This chapter now moves onto the system
level and considers those elements of the QA system that surround the school (see graphic on
p. 24) and provide the motor and the support to school development planning. It revisits the
elements of a QA system presented in chapter 3 and relates them to EDC principles and
practices.

The points below should be considered as a starting point for discussion as they cover new
ground. While QA systems in education may exist in different forms and stages of
development in most countries in Europe, QA for EDC exists essentially in parts or not at
all.”

2. QA elements from an EDC perspective

A consequence of considering EDC as an educational aim is to examine the main
characteristics of a QA system based on EDC principles. This means applying EDC principles
to the quality assurance system and its constitutive elements. As a result, the key factors of
democratic educational governance are identified.

2.1.Defining quality

An EDC perspective will require that the definition of quality, or the setting of educational
expectations and goals, happens through a participative and interactive process that involves
all stakeholders.

Concerning the national curriculum, such a definition should fit with the nature, direction and
timeframe of reform processes already underway. In schools, such definition should happen
on a regular basis.

While acknowledging the importance of such a participative approach, it is essential at the
same time to take into account that professional knowledge is necessary to define quality in

30 ¢ f. stocktaking research on policies of EDC and management of diversity in SEE and all European study on
EDC policies, Council of Europe.
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education. Similarly different stakeholders have different formal positions and play different
roles within decision-making processes.

2.2.Accountability

Inherent in accountability are different roles and responsibilities, particularly in terms of
decision-making. As justification, accountability implies different power positions and power
relations such as who justifies to whom, what are consequences for actions / non-actions and
decisions.

An EDC-based accountability implies strengthening the position of the less powerful.

This will not affect formal roles, but the strive for equality can be achieved by increasing the
relevant stakeholders’ knowledge, as far as possible, about the quality of the educational
processes and enabling them to make judgements.

In other words, sharing information and transparency reduces the randomness and
arbitrariness of decisions and developments.

2.3.External data

From the same perspective of equality, accountability measures related to market-competition
approaches (e.g. league tables, vouchers, etc) are not favoured as they produce or even
increase inequalities : the best rated schools tend to attract students and resources while the
schools performing least well will under-resourced and with little or nor choice over the
students they teach.

2.4.Inspection

An EDC-based inspection requires changing the culture of inspection by applying principles
and adopting attitudes such as respect, dignity and collaboration.

Because of school self-evaluation, inspection changes from a unique to a complementary
source of information — the “external eye” — on school performance. As a consequence, the
power of making judgements is shared and the possibility for random and arbitrary
judgements is reduced.

In a QA perspective, the purpose of inspection reports and judgements is to encourage
improvement and not to control of compliance. As a second, external judgement, it can lead to
inspection taking a more supportive role for teachers and the school.

3. Quality assurance of EDC

To improve the effectiveness of EDC, specific elements of the QA system should also focus
on EDC as a complement to and in support of the school development planning of EDC
described in chapter 6.

3.1.EDC policies

Specific EDC policies are necessary for defining educational goals in this area first at national
level, secondly in schools. The Council of Europe All-European study on EDC policies®" has
provided evidence that policy declarations, setting out overall objectives and intentions, as
well as curriculum documents, setting out educational objectives and approaches, both exist
and are well developed across Europe.

3! All-European study on policies of education for democratic citizenship, Council of Europe, 2003.
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On the other hand, key problems have been identified concerning the implementation of these
policies, particularly the lack of structured policy implementation plans, and of coherent
teacher training policies including pre-service and in-service teacher training.

3.2.External data

Different steps can be taken to make available EDC-relevant external data, which will
complement a school self-evaluation on EDC

- The school’s overall results and performance are to be taken into account as they
influence EDC indirectly. They also show the school’s aspirations and potential for
change

- Results of existing national examinations in EDC-related subjects such as history, social
studies, can provide useful information for EDC

- Attention should be paid to assessing and reporting on students’ outcomes of EDC, as
well as on measuring medium and long term impact of EDC, particularly that of
attitudinal change. Further research and development work, nationally and internationally,
is necessary in this field*

- Monitoring of EDC policies and practices can be undertaken at national and European
level by collecting examples of good practice, comparative studies, longitudinal
33
research’™.

3.3.Inspection

Training is necessary so that inspectors have a thorough understanding of EDC principles,
methods and learning settings, and that they can look into the quality and effectiveness of
EDC beyond curriculum requirements.

Adequate guidelines and materials for inspection of EDC should be provided.

4. Taking measures for quality assurance of EDC

Establishing a QA system of EDC requires that educational authorities, particularly the
Ministry of Education, show the will to do so and take a number of policy decisions and
measures to that end.

The All-European study’* has provided evidence of the lack of such policies for quality
assurance of EDC across Europe.

4.1.Reviewing the situation

As indicated in chapter 1, the use of this Tool should be based on a review of the current
situation of QA in education and of EDC in a given country. The research instrument
prepared for the stocktaking of EDC-QA in Southeast Europe could serve as an example (see
Appendix 2). The objective of the review is to determine assets and obstacles of the country’s

32 So far the IEA study is the only international source of data in this field (see http://www?2.hu-
berlin.de/empir_bf/iea_e.html). The European Union has put the definition of indicators for lifelong learning for
democratic citizenship on the agenda of its Work Programme “Education and training 2010”

33 For example in UK (England), the Department for Education and Skills has funded a nine-year Citizenship
Education Longitudinal Study. The Study is being carried out by the National Foundation for Educational
Research (NFER) and seeks to measure the short and long-term effects of the new citizenship curriculum. See
www.nfer.ac.uk/research/citizenship.asp

3 op.cit.
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quality assurance system. It should identify which elements of the QA system, set out in
chapter 3, exist and which ones are missing, how they function and interact.

4.2.Setting up a QA system of EDC

Measures for setting up a QA system of EDC should cover, on the one hand, QA in education
in general with a view to ensuring democratic educational governance, and, on the other hand,
EDC-QA specifically with a view to ensuring the effectiveness of EDC in schools. The table

below summarises possible measures in relation to the components of a QA system from both
perspectives.

Given the diversity of situations in Europe, the recommended areas for action are by nature
very general. They will need to be adapted for each national and local situation. They should
form the basis for the preparation of a national plan for QA of EDC.

Possible measures should include

- Adoption of policy frameworks and legislation on QA and QA of EDC

- Setting up new structures, reforming existing ones

- Training policies and programmes

- Cooperation and networking of decision-makers and practitioners

- Collection and dissemination of examples of good practices on QA and QA of EDC

- European exchanges and cooperation
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RECOMMENDED AREAS FOR ACTION

Quality assurance

EDC-QA

Foundations of QA of EDC

Empowerment of schools a
the key unit for performance
measurement

EDC as an aim of education
policies and system

Decentralisation of education
and school autonomy

Specific policy, curriculum
and implementation plan for
EDC

School development
planning

Status of and mandate for
school self-evaluation

Demand for self-evaluation of
EDC

National evaluative
instrument

Specific evaluative instrument
for EDC

Inclusion of EDC into
national evaluative instrument

Availability of results of
national examinations

Monitoring of EDC policies
and practices

Teachers and headteachers

Pre- and in-service training in
team work, (self)evaluation,
SDP, democratic leadership

Pre- and in-service training in
EDC principles, teaching and
learning practices

Inspection Reform of inspection systems | Training of inspectors in EDC
in a QA perspective, ensuring
independence and
trustworthiness
Training of inspectors in QA
Guidelines and materials for
inspecting EDC
Accountability Demand of and measures for | Demand of and measures for
accountability of school accountability of performance
performance in EDC
Support Role of local authorities in Training of local educational

SDP

officials in EDC

Expert advice

Research and evaluation in
and for QA in education

Research and evaluation into
measuring students’ outcomes
and medium/long term impact
of EDC
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e EDC-QA Tool drafting group
César BIRZEA, Director, Institute of Educational Science, Bucharest, Romania
Cameron HARRISON, Director, Harrison Leimon Associates, Scotland, UK

Janez KREK, CEPS, , Faculty of Education, University of Ljubljana, Slovenia, EDC-QA
project coordinating institution

Vedrana SPAJIC-VRKAS, Professor, University of Zagreb, Faculty of Philosophy,
Department of Education, Croatia

Myriam KARELA, Programme Specialist , UNESCO, Division for the Promotion of Quality
Education, Section of Education for Universal Values

Michela Cecchini, Educational consultant, UK, EDC-QA project manager, EDC-QA Tool
editor

e Contributions and feedback
Liljana Subotic, Inspector, Montenegro

Teachers in EDC and EDC-related topics, headteachers, experts in EDC and in quality
assurance, representatives of NGOs active in the field of EDC, Romania®

Dr. Mojca Kovag Sebart, University of Ljubljana, Slovenia
James CUTHBERT, Secretary — General, SICI

David Kerr, Researcher, National Foundation for Educational Research (NFER), UK, member
of the Council of Europe EDC policy group

Bart Maes, Researcher, Department for Educational Development, Ministry of Education,
Flemish community, Belgium, member of the Council of Europe policy group

Isabel Byron, International Bureau of Education (IBE), UNESCO

33 The full list of actors involved in the feedback process appears in the Romanian feedback report.
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Appendix 2 : Data collection methods

There are a great number of methods and corresponding tools that a school may use for self-
evaluation of EDC. Selection should be made according to the purpose of self-evaluation (e.g.
a general overview, a comprehensive analysis or an in-depth focused inquiry), the nature of
the issues to be assessed, the availability of human and material resources and time.

Rating scales :

Statements or questions are submitted to a scaled opinion. Possible rating scales are the
following

Example 1 (Lickert scale) :

1 : Strongly agree; 2: Agree; 3 : Undecided; 4 : Disagree; 5. Strongly disagree
Example 2 :

level 1 : significant weaknesses in most or all areas

level 2 : more weaknesses than strengths

level 3 : more strengths than weaknesses

level 4 : strengths in most or all areas and no significant weaknesses
Questionnaire :

A questionnaire is a set of written questions that refer to different aspects of the issue
considered. It allows the collection of a large number of relevant data (both factual and on
opinions) and is easy to administer. However, its design and application are time-consuming
and there may be the problem of insufficient confidentiality. When applied on different
groups, the wording and style of questioning should be differentiated, especially with younger
students and parents (e.g. the use of simplified or orally-applied versions). A focused
questionnaire is designed for investigating some specific problems or areas.

ChecKklist :

A checklist is a very simple questionnaire with YES / NO replies. It is a quick and easy way
for considering a long list of issues and to identify the ones that require discussion or
investigation.

Interview :

An interview helps to pursue in-depth information and explanations from the interviewee,
particularly opinions, feelings, knowledge. It can be used to complement the result of a
questionnaire. It may consist of a fixed list of questions to which the respondents reply
(structured interview) or be designed in a way that questions only serves as a framework to
which the respondents react openly (informal and partially structured interviews). However,
categorisation, processing and interpretation of data are time-consuming. Besides, an
interviewer also has to be properly trained and prepared for a face-to-face inquiry. It requires
a high level of listening and communication skills, and ability to minimise over-
generalisation, biases and manipulation with the respondent. To avoid them, the designers
should develop clear criteria, prepare guidance for interviewing and make sure that all
interviewers have solid knowledge and skills in this field.

Interviews may be conducted with individuals and groups in a variety of combinations.
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Peer-interview :

An interview conducted between two persons of similar status (e.g. between two teachers, two
students, two head-teachers etc.).

Focus-group interview :

An interview with a selected group of 10-15 representatives belonging to one or more
stakeholder groups. A mixed focus-group may include the representatives of teachers,
students, parents, school professionals, NGOs, community leaders, student leaders, national
advisors, educational researchers, teacher trainers etc. Such interviews provide a variety of
data but may be difficult to conduct and, thus, require proper preparation of the facilitator or
an expert assistance.

Observation :

Observation refers to a systemic screening of an event, a group or an individual. Peer-
observation when one person observes the behaviour of another person having similar status
(teacher — teacher; student — student; head-teacher - head-teacher, etc.). Apart from a data
collection tool, peer-observation can contribute to the quality of teaching and learning.
Teacher peer observation fosters teachers’ accountability, while student peer-observation
enhances their self-awareness and responsibility for learning outcomes. However, it
presupposes a well-designed observation protocol and proper training of observers, as well as
the climate of trust between the observer and the observed, which is based on an agreement
about the focus and methods of observation and the feedback.

SWOT analysis (strengths, weaknesses, opportunities, threats) :

The SWOT analysis (Strength, Weaknesses, Opportunities, Threats) is a tool for strategic
analysis, which helps identify a situation and reflect on scenarios of development. It examines
and links key aspects of the issue under consideration - the internal factors - as well its
environment — the external factors. Internal factors are usually, at least partly, under the direct
control of the main actors. External factors are usually not under the direct control of the main
actors.
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Force field :

Force Field Analysis is used to look at all the forces for and against a decision. It helps
identify and weigh pros and cons, advantages and disadvantages by listing all forces for the
decision or change in one column, all forces against the decision or change in another column.
Each item is given a score. Ranking them will illustrate priority areas for decision and main
obstacles. Making a sum of all pros and cons will give a picture of potential success or failure.
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Portfolio :

A portfolio is a collection of recorded achievements, personal work and experience. It is also
a tool for self-assessement if the evidence is collected according to performance criteria such
as competence, strengths, average and/ or problem areas.

Photo evaluation :

Photo evaluation is a creative way to find out about perceptions and impressions. Photos
taken on a given issues are presented as posters, for example positive and negative
impressions, presented to the classroom and discussed.

Diary :

A diary is a regular private record. The personal account has a strong self-reflexion
dimension. As part of an evaluation process, it can be focused on commonly agreed issues
and used as an individual’s reference for discussions.
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Appendix 4 : Guidelines for action planning’®

Step 1: What do we want to achieve? Define the Objective

Objectives should be SMART: Specific, Measurable/Monitorable, Achievable, Realistic, Timed.

Specific (That is, they should be precise enough to indicate the results required).

Measurable/Monitorable (They should be measurable or monitorable so that progress can be gauged).
Achievable (They should be achievable within the limitations of the school's circumstances).

Realistic (They should be based on realistic assumptions about human behaviour, the nature of organisations, and
eventualities)

Timed (They should indicate the time frame within which they are to be achieved).

Step 2: What could we do to achieve it? Identify possible courses of action

It is important to explore the available options in order to identify the one that will best achieve the objectives.

Step 3: How will we achieve it? Choose and specify a course of action

At this stage, the focus is on identifying exactly what is to be done. A course of action is chosen. Tasks within it are
clearly defined and the order in which they are to be addressed is specified.

Step 4: What resources will we need? Identify resource requirements

The resource implications of the chosen course of action are identified with a view to specifying precisely the
human, organisational and physical resources required to implement the plan.

Step 5: Is our action plan workable? Review the plan/Revise if necessary

It can be helpful at this interim point to consider whether the chosen course of action is capable of being
implemented in the school, especially in the light of the resource requirements, and whether it is likely to bring
about the attainment of the objectives.

Step 6: Who will implement it? Assign remits and responsibilities

Each task within the specified course of action is assigned to an individual or group within the school so that it is
clear who is responsible for what.

Step 7: When will it be implemented? Establish a time-scale

Schedules and deadlines are established to give momentum to the work of implementation, thus facilitating
progress.

Step 8: How will we know if it has worked? Identify criteria for success
Specify monitoring and evaluation process

3% in the School Development Planning Initiative Ireland, www.sdpi.ie
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Appendix 5 : Research instrument for reviewing EDC-QA

This research instrument was used to prepare national reports on quality assurance in
education and of EDC in the countries of Southeast Europe®”.

Based on the Quality assurance approach described in chapter 3, this research instrument is
designed to address three main sets of questions :

e Policy and current understandings of reform. What is the current awareness of and
interest in QA systems in key sectors of the education system in the countries of the
region — particularly within ministries of education? What measure of sensitivity to
the difference between a QA and a QC approach exists within the system — and
particularly within the policy-making community?

e Current assets and obstacles. To what extent do elements of the infrastructure which
would be required to support a QA system presently exist? What problems are
presented by the current existence of structures, organizational cultures, and
procedures which are a legacy from a former failed QC approach? What tasks would
have to be undertaken and what obstacles would have to be overcome before an
effective QA system could be built in the school system of a country in our study?

e Next Steps. If the field of EDC were to be used as a trial for such a broad
development, what would be the starting points for planning such a pilot program?

l. Current interest in “Quality in Education in Country.

a. Is there evidence of public or professional interest in “Quality in education” in your
country — particularly within government? What form does that interest take? Is there
awareness of the current international interest in this field?

b. Is the issue of the particular definition of “quality” well developed in the discourse?
Does it include issues of EDC?

c. Is there interest in building this approach into the actual processes of educational
reform? Are there any actual steps being taken to that end?

2. Current interest in QA systems in education in Country.

a. Is there any evidence of government interest in QA systems in regard to schools in
your country? What form did it take? Is it systemic in approach? What stage is it at? Does it
appear in any policy papers?

b. Does the interest/statements contained in policy papers represent a developed
understanding of the power and utility of a QA approach? Is it sensitive to the difficulties
involved? Does it reveal an understanding of the QC/QA dichotomy? Does it reflect an
awareness of the problems involved in developing such an approach?

c. Apart from issues of interest in a complete QA systemic approach, is there any
evidence of government interest in any of the particular elements listed in the introduction?
(For example, the development of a National Assessment agency, or the reform of a National
Inspectorate, or the commissioning of researchers to work in this field?) What form does this

37 as part of the project on “EDC : from policy to effective practice through quality assurance”.
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interest take? Is it explicitly linked to QA? Could it be so linked? Are any actual
developments taking place?

d. Is there any significant evidence of expressed interest amongst schools/school
principals/ teachers associations? What form does it take? Does it appear in any
publications? Is there any “network”™ operating? Is government aware of such interest? Are
they supporting/encouraging it? How?

e. Are there any academics in your country publishing in this field? What is their area of
interest? What are they saying?

f. Are there any NGO’s working in the field to develop interest in/skills in QA? Do any
NGO’s presently interested in EDC fall into that category?

3. Empowerment and devolved responsibility.

a. Are there any national statements of policy, setting out intentions to devolve
responsibility/decision making to schools?

b. Have there actually been developments in this field? How are schools reacting? Have
the results been eval;uated?

c. How far do these developments extend? To hiring staff, changing timetables, choosing
books, buying in In Service training (IST) or consultancy support? Managing budgets?
Flexibility in curriculum provision? Local involvement in selection of Principals?

d. Are there arrangements for local governance? Involvement of local people outside
school? What decision-making powers are devolved to this local body? Is there
student/parent involvement? School development planning?

e. Are there local sources for fund generation for school development? Who is
responsible? Who manages funds so raised? What accountability for their use exists?

f. Are your respondents able to describe a pattern to local practices in school
management and how they are developing? What accounts do they give of how such
developments are perceived and how they are progressing? Is there evidence of the
emergence of participative styles within a school?

g. Is there evidence of staff accepting “corporate” responsibility for school
performance/planning? Are there whole-staff meetings in schools? What kind of matters do
they deal with?

h. Would current practices in schools (Related to the role of the teacher as a member of a
larger body — the school staff) present obstacles to such developments? Would teachers’
contracts and current work practices allow staff to develop corporate work practices?

1. How far are schools free to develop good practice or take initiatives in matters of
management/curriculum/teaching and learning/ assessment?

4. “Self improving schools”.

a. Are your respondents able to give you accounts of any evidence of schools adopting a
“self improving/self evaluation school” approach? What form does it take? How widespread
is it? Is government interested/involved?
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b. Is there a consciousness/awareness in government or amongst schools of the
importance of issues of school “ethos” or “school culture”? What form does this take?

5. Training and consultancy support for schools.

a. What are the arrangements for in-service teacher training in your country? What kind
of institutions are involved? How effective are they in determining and responding to the
needs of schools?

b. To what extent can schools make specific requests for help to institutions or the
system? What are the different perceptions of how well these are met? Are there accounts of
institutional or procedural difficulties?

c. Are there other, non institutional providers? (NGOs, Independent consultants?)

d. Are there arrangements for the provision of training and support to school principals
which could be used to support a QA approach?

e. Is there experience in QA amongst current providers of Teacher Training(TT)?

f. Is there also expertise in EDC in TT providers?

g. How are formal TT providers presently funded?

6. School development planning.

a. Is there any evidence of a formal system of school development planning in the school

system? If so, who is responsible for the generation of school plans? How are they to be
produced? Who approves them? How are they resourced? How is the process supported? Is
there any understanding of potential links to QA?

b. If there is no evidence of a formal system, are you able to detect signs of less formal,
less developed, general interest in such an approach?

c. Is there any evidence of the availability of a national or locally developed school
performance evaluative instrument which could support such an approach?

d. What support is (could) be available to schools in the task of acquiring the skills to
develop such an approach?

e. Is there any evidence of individual schools, or networks of schools, using such an
approach? How is it approached? How widespread is it?

7. National/international benchmarks and assessment processes.

a. Are there arrangements for a national assessment and certification process in your
country? Are there arrangements for any form of national testing?

b. What areas of the curriculum do these cover? Do they include EDC or any related
area? What stages of schooling are involved?

c. Are the results of this testing available to schools in a form which could assist their
evaluation of quality performance and their development planning?
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d. Is there a danger that the assessment of only a sub-set of curriculum goals could
distort the balance of curriculum goals in practice?

8. National Inspectorate.

a. Is there a national inspectorate? What is its current role? What do respondents
describe as its strengths and its weaknesses?

b. Do they have international links to SICI?

c. Is there a perception of professional/public confidence in the
skills/approach/independance of the Inspectorate?

d. Are they independent? Do they publish a “State of the Nation” report
(annually/biannually/etc)?

e. Is the inspectorate presently aware of/ involved in issues of QA nationally?

f. Is there a formal public statement of quality indicators used by inspectors? Are these

related to national educational goals, standards and definitions of quality? What is their
status? (Incorporated within a law on education, set out in an official government paper, or
offered as guidance for schools and teachers?)

g. How public are inspection processes?

h. Do inspection processes include EDC?

9. Curriculum and definitions of “Quality”.

a. Is there a national body with responsibility for the national curriculum? In what form
is this curriculum stated? How do teachers use it?

b. Are there standards, or quality indicators of any sort incorporated in the National
Curriculum statements?

c. Does the government have targets based on such standards for school performance?
Are they national/school based?

d. Do such standards also exist for EDC?

10. Accountability.

a. Are there any arrangements for accountability of schools in the present system? How
formal is it? Is it public? .

b. On what matters are schools held accountable? Is quality of performance a factor?

c. To whom do the lines of accountability extend?

d. What are the incentives/sanctions in the system? And how effective are they?

e What is the effect (likely effect) of the presence/absence of such accountability on the

functioning of the system?

f. Can other major actors (Local education Authorities/Ministry Officials/Politicians)
also be held accountable? What are the mechanisms?
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11. The way forward

The analysis will have identified the current assets which the country examined could bring to
the development of a QA system in EDC. It will also have identified a number of gaps in the
current provision of necessary elements. This next section is designed to identify the major
tasks which would have to be undertaken/ organisational changes which would have to occur
before a QA approach could be piloted in EDC in the given country.

The questions which follow in this last section are designed to support this process of enquiry.
However, this section of the research instrument is less concerned with the collection and
analysis of data than with informed speculation about next steps. Researchers should
therefore feel free to develop their analysis to emphasize particular aspects of this task which
they feel to be specially important or challenging.

a. What institutions or processes external to schools would have to be created?

b. What are the main lines along which reforms would have to be undertaken in existing
institutions other than schools? (You may wish to refer to the elements described in the
introduction as a broad checklist.)

c. Would any new curriculum documents (with standards and targets) would have to be
produced? What sort, at what stages?

d. What would be the most important new sets of institutions or procedures which would
have to be created to make a QA system work in your country’s school system?

e. What would be the most critical skill shortages in key players, or groups of players,
which would have too be overcome if a Ministry is to develop and implement such an
approach?

f. Who might be able to undertake to meet these shortages?

g. What would have to be done in order to create the capacity (if it does not already
exist) to meet these shortages?

h. What would have to be done before all schools could develop their own school
development plan? Could this procedure be usefully piloted in the field of EDC?

1. What kinds of support will be needed? How could that be provided?

12. Conclusions and Next Steps.

The analysis should conclude with an overview which attempts to place all components in an
overall evaluation of the main challenges to be faced and which outlines the essential
components of a strategy to carry forward the suggested next steps.



