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PREMISE

This document is a strategic proposal aimed at enhancing the quality of Early Childhood Education and
Care (ECEC) through the development and implementation of a comprehensive training curriculum for
ECEC professionals and leaders. It focuses on creating relevant training content that addresses emerging
educational needs identified in the literature and aligns with strategic priorities at the systemic level.

The document is intended for stakeholders involved in ECEC, such as policymakers, educational
administrators, training providers, and potentially funding bodies, as well as those directly involved in
ECEC contexts on a daily basis: teachers, educators, and pedagogical coordinators.

Highlighting the importance of a European framework to ensure consistency and quality in ECEC across
European countries, while respecting valuable local specificities, the curriculum is designed as a guiding
tool for ECEC staff in their professional development. Its goal is to cultivate increasingly competent and
aware staff who enhance the well-being, development, and learning of children.

Innovative points proposed by the curriculum include:

1. Establishing a European framework for transnational learning experiences.

2. Creating a curriculum thatincorporates fundamental principles, values, guidelines, development
and learning objectives, educational/pedagogical approaches, teaching materials, and
assessment methods.

3. Encouraging ECEC staff to develop their practices to meet children's learning and developmental
needs within a European framework.

The curriculum is structured into two parts. The first part focuses on the foundational values that
underpin it, derived from the ECEC Quality Framework (2014), European Council Recommendations of
2019 and 2022, and other European official documents and reports. These values are also informed by
recent scientific literature on CPD. They were compared with each partner's National Indications for
CPD to identify commonalities and opportunities for enhancing CPD quality, all while adhering to the
principles of the Convention on the Rights of the Child (1989).

The second part of the curriculum outlines the proposed approach. This approach is rooted in shared
values endorsed by European guidelines and informed by the literature on ECEC professional in-service
training, including both European and national perspectives. It reflects the outcomes of discussions
among partners and is aligned with European recommendations.

Our approach advocates for prioritizing learning needs as the driving force behind training initiatives,
employing methodological actions that foster communities of learners and professionals, and
emphasizing experimental learning methods. Additionally, it details strategies for assessing both the
training process and its outcomes.

Finally, the curriculum concludes with proposed themes for training courses, aligned with Agenda 2030
and the priorities of the Erasmus+ program.
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INTRODUCTION

The Transnational In-service Training Curriculum (TITC) is aimed at all European early childhood
education and care professionals and aims to promote shared learning between different organisational
roles and to strengthen the European dimension of ECEC staff training through the adoption of a training
approach based on transnational mobility.

The curriculum is part of a new European model for in-service training, tested and proposed by the
INTEC project partnership, which aims to raise the qualification level of ECEC professionals through the
introduction of new transnational learning pathways. This innovative model will be a combination of
different mobility activities, allowing each professional to design their own learning path. Furthermore,
the model developed by the partnership will be open to colleagues from all over the European Union,
thus widening the range of training opportunities.

INTEC's proposal is for in-service training aimed at professional growth and competence development
through innovative methodologies within a verified training process. The aim is to improve the quality
and relevance of ECEC education provision, while promoting transnational mobility and the acquisition
of skills needed by professionals in today's society.

Early Childhood Education and Care professionals face the daily challenge of operating in different
realities and contexts while maintaining a professional identity. The Transnational In-service Training
Curriculum provides a framework of principles for practice to link different realities and contexts,
highlighting values, proposing coherent guidelines, interrelated goals and orienting ECEC professionals
with the aim of building a transnational ECEC identity.

At its core, TITC serves as a compass for professionals, directing them towards a common vision while
acknowledging the unique nuances of their respective environments. It transcends traditional training
paradigms, enriching not only knowledge, skills, and soft skills but also deepening professional identity
and adaptability through experiential learning.

It is not a rigid curriculum but a dynamic spectrum of competencies that evolve alongside the shifting
landscape of early childhood education. It champions continuous learning and adaptation, ensuring
ECEC professionals remain relevant and impactful in their roles.

Central to curriculum is the notion of shared values and goals, which serve as anchor points amidst
diverse perspectives and cultural backgrounds. These shared principles provide a unifying thread,
allowing practitioners to collaborate and innovate while respecting the plurality of voices in our
multicultural society.

Flexibility is the second cornerstone of TITC, enabling professionals to tailor their approaches according
to specific needs and contexts. This adaptability ensures that the curriculum remains relevant and
applicable across different settings, ultimately contributing to the development of a cohesive
transnational ECEC community.



o INTEC | Transnational In-service Training Curriculum

I PART: VALUES

In Early Childhood Education and Care (ECEC) professionals are one of the key factors in the educational
and relational system, together with families, children, the social and cultural environment and context,
and the macro-systemic economic and political level.

Given that educational action takes place primarily in adult-child relationships, the professional
competence of professionals stands out as a crucial element. Continuous Professional Development
(CPD) is a process by which early childhood professionals strive to improve their competence and
knowledge throughout their careers. This can take place through different forms of participation and
according to different methodologies. CPD is essential to ensure that professionals are adequately
prepared to meet the diverse needs of children and their families and to maintain high quality early
childhood education and care.

ECEC is increasingly recognised as a cornerstone for lifelong learning and child development. In 2014,
the European Union established a European Quality Framework for Early Childhood Education and
Care (European Commission, 2014), which provides key recommendations to support policy
development at European and national levels (European Commission, 2019; 2021). The Quality
Framework sets out 10 guiding principles for the quality of ECEC services, based on best practice in
European countries. These principles focus on improving the quality of education and access to
services.

The European documents on ECEC propose pathways for the reform processes that Member States
undertake in their national policies. However, it is well known that the concept of 'quality of education’
is complex and varies significantly from country to country due to wider socio-cultural and political
contexts. The ET2020 Working Group (European Commission, 2014) has therefore identified five areas
where action has led to significant improvements in the quality of services: accessibility, professionalism
of staff, curriculum guidance, monitoring and evaluation processes, and system governance and
funding.

Quality is seen as a relative concept, rooted in values and conventions, which emphasises the need for
a balanced approach to common objectives and their unique implementation in services. The key
principles for quality in ECEC therefore need to be considered in a synergistic way, focusing on the needs
of children, who are the main beneficiaries of efforts to improve services.

Promoting a transnational approach to the concept of quality in education is thus a challenge that is
constantly confronted with the richness of national diversity.

The European Union recognises the importance of a skilled workforce as one of the priorities for
strategic cooperation in education and training (European Commission, 2018). Research on in-service
training shows a strong correlation between continuous professional development of staff and
improvements in professionalism and practice. This is evident in positive learning outcomes,
environmental improvements and increased awareness in educational practice (Peleman et al., 2018;
Bove et al., 2018; Rivkin, Hanushek, & Kain, 2005).
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While recognising that continuing professional development plays a crucial role in enhancing staff
competencies and maintaining service quality, barriers to CPD participation, such as lack of funding,
inadequate support or time constraints, need to be addressed to ensure continuous professional
development (OECD Talis 2018, Recommendation 2019, European Commission, 2021). In addition,
indicators of quality of work should include aspects such as staff working hours that allow time for
professional activities, including reflection and collaboration.

Investing in the professional development of ECEC staff, with an integrated approach that includes initial
and continuous training, professional support and favourable working conditions, is crucial to achieving
European educational goals.

The Transnational In-Service Training Curriculum is deeply rooted in the development of European
pedagogy. It is not always easy to share the same ideas when national histories are so profound and
diverse across Europe. However, there are fundamental values that have been recognized, in part due
to social struggles throughout history, which we consider as the foundation for a shared and European
educational philosophy.

These values and principles align closely with those outlined in the Convention on the Rights of the Child
(1989) and the European Quality Framework (2014). We have selected key values essential to the future
of Europe's Early Childhood Education and Care sector, as articulated in the conclusions of the European
Council in Lisbon in 2000. These values are also reflected in national guidelines from partner countries
(refer to the Transnational Comparison report WP2-A1-R1) and are highlighted in research as crucial for
assessing professional practice (refer to the Literature Review report WP2-A1-R2).

2.1 ECEC educational policies: civic participation and social value of children's institutions

and quality
Early Childhood Education and Care Institutions are primary socialisation settings where children
experience social rules. They are often the first opportunity for children to interact independently with
people outside the family nucleus and to encounter diversity. With the aim of promoting ethical and civic
values, early childhood centres play an important role in the formation of future democratic citizens.
They foster civic awareness and a sense of responsibility towards the community through pedagogical
practices that encourage active participation, dialogue and respect for the opinions of others. They thus
contribute to the consolidation of democracy as a basis for living in diversity.
High quality ECEC institutions provide children with the opportunity to explore key concepts such as
social justice, human rights and environmental sustainability, preparing them to become informed and
engaged citizens in building a fairer and more democratic society.
Educational Institutions play a fundamental role both in the domestic context and in society as a whole,
synergising the family environment with children's education and socialisation. By working with families
and actively involving parents as partners in education, they promote a holistic view of child
development. At the same time, educational institutions are a link to the territory of which the children
are citizens alongside the ECEC professionals. Experiencing the neighbourhood and getting to know the
surrounding area remains a fundamental aspect of educational activity, which is why it is necessary to
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involve external partners, such as cultural institutions and community organisations, enriching
experiences and promoting improved civic attitudes.

In the context of cultural education, ECEC institutions promote interest in aesthetics, art and reflection
on cultural experiences, and encourage critical thinking and the respectful debate of opinions and
perspectives.

Finally, they contribute to the achievement of the Sustainable Development Goals through in-service
training and an emphasis on sustainability education. By engaging in urban education and integrating
environmental dimensions into educational programmes, these institutions prepare children to become
agents of change for a more just, sustainable and democratic future.

2.2 Child-centred, Right-based

A child-centred, rights-based approach prioritises the well-being and rights of children. This perspective

is based on the idea that children have their own rights, ideas, needs and perspectives, and places them

at the centre of decision-making processes that affect their lives as human beings.
o Child-centred approaches take into account children's voices, interests and abilities in
different settings such as education, health and social services. It involves creating
environments that support children's physical, emotional, social and cognitive development. It
also implies a professional’s approach that recognises the need to build ECEC experiences with
children, not just for them, and to work with them, knowing their interests. At the same time,
professionals need to have a good knowledge of children's growth process in all its physical,
psychological, social and cognitive aspects.
o Meanwhile, a rights-based approach ensures that children's rights, as set out in
international agreements such as the United Nations Convention on the Rights of the Child
(UNCRC), are respected, protected and fulfilled. These rights include the right to education,
health care, protection from violence and exploitation, and the right to be heard in matters that
affect them.

Combining these two perspectives means radically changing the perspective of transmissive education

or a content-centred approach to teaching. It requires working with children as they grow, making

decisions together that affect their lives, and ensuring that their perspectives are heard and valued. It

promotes a holistic understanding of children's needs and fosters an environment in which they can

thrive and develop to their full potential. It requires in-depth knowledge and an ongoing approach to

research on the part of ECEC professionals.

2.3 Holistic vision of ECEC: play and languages

A holistic approach to early childhood education and care emphasises the interconnectedness of
different areas of development and recognises that children's learning and growth is dynamic and
integrative. Play is central in this context and serves as the privileged learning situation for children.
Through play they explore the world, stimulate their cognitive interests, experience communication and
develop important social skills. In addition, play provides an opportunity to support the development of
non-cognitive skills (NCS) such as concentration, perseverance, patience, frustration tolerance and self-
control.

A holistic approach calls for consideration of all expressive languages through which children
communicate, express themselves and interact with the world around them, including verbal, non-
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verbal, play, artistic, physical, social and scientific research language. ECEC professionals therefore need
to approach care and education broadly, taking into account all expressive aspects and promoting all
areas of children's knowledge, in order to enable their full and harmonious development, making use of
their full potential. This approach can be defined as ‘educare’ (Van Laere, 2017)

ECEC professionals must act as facilitators, observers, and co-constructors of knowledge, using
intentional and sensitive teaching practices that are responsive to children's personalities. They should
also work actively with families and other professionals to ensure continuity of learning and to support
children's holistic development.

2.4 Inclusiveness
Inclusiveness is indeed a fundamental value in Early Childhood Education and Care. It encompasses
creating environments where all children, regardless of their background, abilities, or characteristics,
feel valued, respected, and supported in their learning and development.
For ECEC professionals, embracing inclusiveness means:
1. Understanding Diversity: Recognizing and appreciating the diversity among children
and families that live the ECEC centre, including differences in culture, language, socio-
economic status, abilities, and family structures.
2. Creating an Inclusive Environment: Designing learning environments that are accessible
and accommodating to all children, ensuring that every child feels safe, welcome, and able
to participate fully.
3. Differentiated Instruction: Adapting teaching strategies and materials to meet the
individual needs and learning styles of each child, ensuring that all children have
opportunities to learn and succeed.
4. Promoting Positive Relationships: Fostering positive relationships among children,
families, and staff members, promoting empathy, understanding, and respect for others.
5. Addressing Bias and Stereotypes: Reflecting on their own biases and stereotypes and
actively working to overcome them, promoting fairness, equity, and cohesion in their
interactions and practices.
6. Collaborating with Families and Communities: viewing families as fundamental allies in
children’s development, valuing their perspectives, contributions and cultural practices.
7. Advocating for Inclusive Policies and Practices: Advocating for policies and practices at
the institutional and societal levels that promote equity, diversity, and inclusion in early
childhood education and care.
By embracing inclusiveness as a foundational value, ECEC professionals can create enriching learning
experiences that celebrate diversity, promote respect, and empower all children to reach their full
potential.

2.5 Working feeling part of a team (not individually); wellbeing of staff (Community of
Practice (Lave & Wenger 1991; Wenger 1998).
In educational institutions, there is not a classroom and a teacher, but a centre in which different actors
interact to improve the well-being of those who “live” there. It is therefore essential to speak of a working
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group rather than of a single professional, in order to emphasise the synergy of pedagogical work and
the need to adopt different interpretations of practices.

The Community of Practice (CoP) perspective of Lave and Wenger (1991; Wenger 1998) represents the
inherent potential of teamwork in educational contexts. The meanings and values that an educational
practice assumes are always contextual, inseparable from the community in which they are constructed
and shared. Professional development cannot be detached from belonging to the team with whom the
individual shares know-how, goals, and methods, a team that Wenger defines as a community of
practice.

In these communities, members identify themselves as part of the community and commit to
maintaining and developing relationships within the group; they share a range of resources, such as
tools, techniques, information, and ways of addressing problems, which contribute to building
knowledge within the community; members actively engage in the process of shared learning,
contributing their own experiences, knowledge, and skills.

It is not about accepting new ideas, new skills or new directions as 'good' from outside, but about
negotiating them in the shared and daily experience of working together as a team. Through
participation, the work group reifies new meanings and historical meanings, always in the light of
concrete situations, by negotiating new socially shared meanings. In order to achieve real
transformations in educational practice, it is essential to design training pathways that always take into
account the social perspective: professional learning requires not only the acquisition of new skills, but
also being negotiated and reflected upon by the community of practitioners.

3.1 The role of ECEC professionals in society

Early Childhood Education and Care professionals play a vital role in society and in the community
where families live. Going beyond the architectural boundaries, professionals promote experiences of
citizenship and democracy on a daily basis, by mediating relationships between children and by
ensuring that children have ongoing opportunities to experience the neighbourhood and context in
which they live, the reality of which they are a part, and the planet itself. One of the responsibilities of
ECEC professionals is to involve external partners and to promote cooperation with local authorities
and organisations as valuable resources. By creating links with external stakeholders, they enrich the
learning environment, provide authentic experiences for children and foster a sense of connectedness
and belonging to the territory.

Their role includes a commitment to actively keep abreast of relevant developments in society,
government policies and the ECEC sector at regional and international levels. This awareness enables
them to adapt and innovate their practice to meet changing needs and to maintain the highest standards
of care and education.

3.2 Liaising with the families and the communities (Bridging the gap to the community
and the family: the responsibility of the ECEC professional)
BUILDING (STRONG) RELATIONSHIPS

10
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Relationships with families are fundamental for bridging the gap between the service setting and the
home environment. It is the responsibility of ECEC professionals to promote meaningful collaboration
with families, recognising parents as primary educators and professionals as partners in the educational
journey of children. The role of ECEC is not to go hand in hand with the home environment, but to
complement it, to be an additional component in the developmental process of children, providing
experiences and learning that are not primary or explored in the home.

The first step is to build a solid relationship with families, based on trust and mutual recognition, which
takes time, commitment and a constant search for balance. ECEC professionals must maintain a
professional distance while actively engaging in educational documentation, collaboration and dialogue.
Relationships of mutual trust are essential to overcome judgements and prejudices about the many and
varied family realities, and even an intrusive attitude towards educational choices.

Working effectively with families means, first and foremost:

e Critically reflecting on power relations and the distribution of power within educational
institutions.

e Promoting greater transparency, accountability and democratic participation of parents, citizens
and ECEC professionals.

e Encouraging more democratic and inclusive practices that value the voices and perspectives of
all participants.

e Creating opportunities for debates, workshops, assemblies and other activities in which to
develop a shared vision of the importance of education and parenting and of ways to improve
it.

RECOGNIZING THE DIVERSITY OF FAMILY EXPERIENCES

Recognizing that parents often express their need for parenting support through social networks, ECEC
centres can use social occasions to facilitate the involvement and support of families as a whole. Being
educational partners with parents requires a deep understanding of the impact of values and attitudes
on children and their families and, conversely, the impact of families and their values on the educational
work of the centre. ECEC professionals need to assess the impact of their own and others’ practices on
families, to ensure that the team's approach to working with parents is shared, and also to monitor the
changes that working with families is bringing to the service to raise awareness of ECEC and the
educational relationship. We have talked about families, but life in a family is not the only solution that
children find themselves living. ECEC professionals encounter many different life experiences: families
with different compositions, children who live in foster or adoptive families, children who live in
institutions and communities. Working on values, thoughts, the impact of one's own values and trust
and mutual recognition is becoming increasingly necessary and important in the diversity of situations,
especially in situations where there is emotional suffering related to affective experiences.

ECEC'S COMMITMENT TO PREVENTING “POVERTY”

11
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In child protection interventions, the focus is on children and the promotion of social parenting. There
is a collective construction of a shared culture of one's own educational and social role. ECEC services
can become the focal point of new partnerships between members of the educational community in
order to establish agreements that enable the implementation of educational activities aimed at
enriching the standard educational offer and combating educational poverty and social exclusion of
children. Early childhood education services are among the first social interventions to intercept family
fragility and prevent poverty in the family context in its various forms: economic, social, cultural, health
and educational. It is essential to intervene at an early stage with targeted actions that respond to the
needs of children and their caregivers, which requires expertise and strong skills on the part of ECEC
professionals, including the design of tailor-made projects for children coming from critical or distressed
situations. This means opening up the planning of educational services to new forms of intervention,
including comprehensive support for the whole family unit, helping both children and carers to grow
and overcome the challenges of the situation. To this end, collaboration with local social and health
services that support families and minors is fundamental, revitalising and consolidating the integrated
intervention model, also for minors living in institutions.

3.3 Interprofessional collaboration: building an educational community of practice
Interprofessional collaboration forms the foundation of a dynamic educational community of practice.
ECEC professionals frequently encounter professional boundaries and must develop strategies that
reflect the team's collective action rather than individual efforts.

Building a community of practice requires ongoing reflection, dialogue, and collaboration that combines
diverse skills and perspectives to create a collective understanding and culture of professional
practice.

For this reason, the methodological choices of training cannot be limited to the transmission of content,
but must also consider practice and action as the main source of pedagogical knowledge. Discussing
individual tasks and reflecting jointly on team performance are key opportunities for collaborative
practice. A fundamental aspect of interprofessional collaboration in ECEC is the ongoing commitment
to professional development. ECEC professionals support and guide each other based on their
professional levels, experience, acquired knowledge and individual skills, creating a learning ecosystem
where knowledge flows freely, promoting individual and group growth.

Il PART: APPROACH

Tailoring CPD to the specific contexts and challenges that ECEC staff face is essential for the relevance
and effectiveness of professional development. CPD activities should be contextually relevant,
addressing the specific challenges and opportunities within the participants' educational settings.
Trainers need to customize content to reflect the cultural, social, and economic realities of the learners'
communities. This may involve adapting case studies, examples, and practical exercises to be more
relevant to the participants’ experiences, thereby enhancing engagement and applicability.

12
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Dedicating time and attention to analysing the training needs of the specific professionals who will be
participating in CPD courses is a strategy that allows the trainer to place themself in the context and to
create points of contact with the work group in order to be able to offer meaningful and engaging
training experiences.

Some elements can guide trainers in creating pathways that are respectful of situated needs:

« Understanding the context in which they work, including socio-cultural, community and
organisational aspects.

» Situated learning promotes reflection on action, encouraging professionals to examine their own
practice and adapt it to meet the needs of children and their families.

«  Providing mentoring opportunities for experienced professionals to guide trainee professionals in
their development.

The Partnership's preliminary analysis, in which ECEC staff representatives from 5 European countries
exchanged views on the results of training needs surveys, identified a number of areas of particular
importance and impact for training services, which are presented below.

1. Perspective on Childhood
The ECEC professional has a crucial role to play in understanding and reflecting on children's learning
processes. It is therefore necessary for them to continually develop an inquiry-based attitude:

- Observation of ongoing learning: the ability to identify children's interests and link learning
activities to them, based on children's curiosity and enthusiasm for knowledge.

- Specific skills: ability to ask open-ended questions that encourage children to think critically and
express their opinions, documentation skills to highlight children's learning, whether through
spontaneous play or planned activities.

- Ability to evaluate the impact of their teaching methods and strategies, adopting a careful
research stance and providing learning situations that are accessible to all.

- Learning to know, learning to do, learning to share and learning to be through reflective practice
aimed at continuous professional development.

2. Knowledges and Skills ECEC professionals should possess
It is essential that ECEC professionals have a deep understanding of different pedagogical experiences
and a deep understanding of the curriculum of the ECEC setting in order to organise educational
activities and to understand the value of play and early childhood development:

- Develop targeted pedagogical and didactic plans and to strive to create effective learning
environments that promote the well-being of all

- Attention to communication and interaction quality, through the development of verbal and non
verbal skills and of educational mediation strategies.

- Recognition of the relational and emotional-affective components of teaching and learning

- Constant awareness of their own experience in practice can effectively support planning

13
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- Cross-curricular knowledge, skills and attitudes, general knowledge, digital literacy

- Take responsibility for the relationships with colleagues and engage positively with children,
demonstrating interpersonal skills and managing supportive educational and caring
relationships

- have a global perspective and to be committed to creating a positive pedagogical climate that
fosters playful learning, identity, soul-searching, reflection, educational relationships and
scientific foundations.

3. Relationship between Professionals and Families in the centre routine
Cooperation with families is crucial for the well-being and development of children in ECEC. This
cooperation includes regularly involving parents in their children's activities, supporting parenting and
promoting awareness of the impact of family values and attitudes on children. Professionals need to
develop skills to manage the relational situations that occur in the context:

- Recognise the shared responsibility and different roles of professionals and parents, aware
that they implement different educational strategies, but with the child's welfare at the centre of
the vision.

- Beaware that family values are brought into the context through the children and contribute to
the community and take care to value them and create a climate of mutual respect and
compromise.

- To ensure an effective approach to working with families, it is important for ECEC to assess the
impact of its practices on families.

- Particular attention should be paid to building strong relationships with families, avoiding
judgement and fostering a climate of openness and mutual trust.

- Moving away from an individualised approach to education and encouraging the active

participation of families through a range of educational strategies and, where appropriate, the
appropriate use of social networks.
Working with families requires a careful and specific approach, including educational
documentation, ongoing dialogue, cooperation and coordination of activities aimed at mutual
support and the holistic development of children in their first learning and experiential
environment.

4. Leadership Skills in the ECEC centre
In an early childhood education and care setting, leadership is essential to guide operational activities
and foster a supportive environment for staff development.

Essential characteristics to develop for supportive leadership:

- Leaders review the quality of teaching and teaching approaches, build bridges between theory
and practice and encourage staff engagement.

- Defining the vision and mission of the ECEC centre (not just responsible for setting objectives
and tasks)

14
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- Adeep understanding of the ECEC centre context and a commitment to being an integral part
of a supportive and collaborative community.

- Provide guidance and support to ECEC assistants and other staff through mentoring and
coaching.

- Thedistributed leadership model is an optimal situation to promote accountability for the quality
of service of all staff members.

DISTRIBUETED LEADERSHIP

The principle of shared leadership lies in the co-creation of a quality ECEC service, with the
contribution of all stakeholders to ensure shared ownership and commitment. ECEC
professionals are autonomous professionals who are empowered to actin accordance with
the values and objectives of the institution, to take responsibility for managing specific
aspects of the operational activities and to ensure alignment with the goals and mission of
the institution. This model involves the whole team, encourages collaboration and draws
on the collective knowledge and expertise of the school community.

5. Skills related to Social Engagement
Early childhood professionals and caregivers need to have a range of skills related to community
engagement in order to not only formulate, but also effectively implement the ECEC environment in the
local community. Evaluations of educational quality often focus only on individual practices and neglect
the wider impact within the community, highlighting the need for a more comprehensive evaluation
framework.

- Professionals work with colleagues as part of a team to identify and address situations to
ensure children's safety and support their learning.

- ECEC centres are part of society, and ECEC professionals are ambassadors for projects that
bridge the gap between ECEC centres and society at large. These collaborative efforts require
fostering a culture of cooperation and setting clear visions and goals.

- Professionals support the families, organisations and communities in which the service is
located, recognising the interconnectedness of children's development with family and
community contexts. Discussions about the approach and vision of ECEC are crucial to ensure
effective implementation of strategies from inception to implementation.
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5.1 Methodological indications from the research overview
Recent literature on continuing professional development provides some methodological guidance for
appropriate and effective training of ECEC practitioners:
1. Interweaving theory and practice
CPD should engage staff in active learning that connects theoretical concepts to practical experiences.
(use of case studies, simulations, and reflective practices; experiment with new strategies in ECEC
setting)
2. Continuous Professional Learning Communities
Trainers should structure opportunities for participants to form networks, both in-person and online,
where they can continue to discuss challenges, share resources, and provide mutual support beyond
the formal CPD sessions.
3. Collaborative Learning and Reflection
Courses should be designed to encourage group discussions, peer learning activities, and reflective
sessions where participants can critically examine their practices, share insights with peers, and reflect
on their learning journeys. This will be promoting the development of critical thinking, enhances
problem-solving skills, and fosters a culture of openness and continuous feedback among
professionals.
4. Situated Learning
Customising content to the characteristics of the trainees' group is an essential factor in the
effectiveness of CPD..
5. Flexible and Diverse Learning Opportunities
Offering a variety of CPD formats both at local and at transnational level is an important element for
effective results. In particular, recognizing the diverse learning styles, needs, and schedules of ECEC
staff, CPD courses should offer a variety of learning formats and modalities. This includes face-to-face
course/ intensive courses, online courses/workshops, job shadowing. Providing choices allows
participants to engage in learning in ways that best fit their professional development goals, learning
preferences, and work-life balance.
6. Leadership and Support
CDP Courses should include components that empower participants with leadership skills, focusing on
how they can support their peers, encourage best practices, and implement change within their ECEC
settings. Training ECEC leaders on how to create an enabling environment for CPD, recognize
achievements, and provide constructive feedback is key for the long-term success of professional
development efforts.

5.2 INTEC CPD principles
In the light of research trends (Jensen & lannone, 2018; Fonsén & Ukkonen-Mikkola, 2019, Siraj et al., 2019;
Omdal & Rolandb, 2020; refer to the Transnational Comparison report WP2-A1-R1) and comparison with
educational practice, the INTEC partnership adopts a methodological perspective for CPD based on the
3 following principles.

! refer to the Literature Review report WP2-A1-R2.
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Coaching principles

The principles of pedagogical coaching emphasise the active involvement of participants, deep

reflection on professional practice and the creation of a trusting and collaborative learning environment.

Here are the basic principles of coaching for training practice:
Empowerment: Training is designed to empower individuals, to help them discover and develop
their skills, resources and potential, and to promote trainees' autonomy in the learning process.
Training practice actively involves participants through interactive sessions that encourage active
participation, sharing of experiences and open dialogue among professionals. The trainer respects
the autonomy and self-determination of the professionals involved and facilitates conscious and
responsible decision making.

2. Shared responsibility: trainer (guide) and trainees share responsibility for the process, working
together to identify challenges, explore solutions and monitor progress. The team focuses on the
goal and concrete actions to achieve this result. The trainer supports each practitioner/group to
define clear and measurable goals and to develop strategies to achieve them.

3. Person-centred approach: Focuses on the individual as a whole, including personal experiences,
values, needs and goals. It is essential to practice active and empathic listening, without judgement,
in order to fully understand the participants' point of view and to encourage reflection and
awareness.

4. Reflection on professional practice: The training practice encourages deep reflection on the
practitioner's daily practice, stimulating critical thinking and self-evaluation. It provides focused and
constructive feedback to help practitioners reflect on their actions, identify strengths and areas for
improvement.

5. Supporting sustainable change: Training practice aims to support sustainable changes in
participants' professional practice by facilitating the integration of new knowledge and skills into their
daily routine. It focuses on accompanying professionals in their journey of change and in integrating
new skills into their professional practice.

6. Valuing the diversity and perspective of each individual: Training practice promotes the
valorisation of individual differences and the unique perspectives of each participant, fostering
intercultural dialogue and mutual respect. This reflects the importance of understanding and
respecting diversity in the process of learning and professional development.

Appreciative leadership

Appreciative leadership is a leadership style that focuses on recognizing and valuing the strengths,
contributions, and potential of individuals and teams within an organization. Instead of solely addressing
problems and weaknesses, appreciative leaders actively seek out and amplify what is working well. They
foster a positive organizational culture by acknowledging achievements, encouraging collaboration, and
promoting personal and professional growth. This is also why it is important to engage the leadership
level of ECEC organisations to spread the approach and support for the professional development of
professionals throughout the system. This approach helps shift the focus from problems to
opportunities and facilitates sustainable improvement over time.
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A key aspect is empowering team members by providing them with autonomy, opportunities to develop
their skills and resources to succeed. Relationships are based on trust that people will make decisions
and take responsibility for their work (shared leadership). This leads to a focus on service quality by all
professionals at all levels. Appreciative leaders foster a culture of continuous learning and improvement.
They encourage experimentation, innovation and reflection, and foster an environment where
individuals feel empowered to take risks and learn from their experiences.

Experiential learning

It is a dynamic educational approach that emphasizes hands-on, immersive experiences as a primary
method of learning. Here are some practical experiences of experiental learning situations that
emphasize active engagement, reflection, and real-world application, making them effective tools for
fostering deep learning and skill development.

1. ALACT (Action Learning Action Research Cycle): ALACT is a cyclical process that combines
action learning with action research. It involves taking action to solve real problems, reflecting
on the outcomes, learning from the experience, and then using that learning to inform future
actions. This iterative process encourages continuous improvement and deepens understanding
through practical application.

2. Action-Research: Action research is a methodology that involves actively engaging participants
in the research process, typically to address real-world problems or challenges. It emphasizes
collaboration, reflection, and action, with the goal of producing practical solutions and
generating new knowledge. Action research often involves cycles of planning, acting, observing,
and reflecting, allowing for iterative learning and adaptation.

3. Practice Analysis: An approach that focuses on observing, understanding and analysing
teachers' practices in educational contexts with the aim of improving teaching and learning. The
analysis of practices incorporates a socio-cultural perspective, recognising the importance of the
social and cultural context in influencing educational practices. It is a contextual and action-
oriented approach that aims to promote innovation and improvement in education: the
effectiveness of understanding the complex dynamics of the educational environment aims to
identify the most effective strategies to support children's learning.

4. Working with Narratives: Narratives, or stories, can be powerful tools for learning and
sensemaking. Working with narratives involves exploring and analyzing the stories people tell
about their experiences, beliefs, and identities. By examining the narratives of individuals or
groups, educators and teachers can uncover underlying values, assumptions, and patterns of
thought, leading to deeper insights and more meaningful learning experiences.

5.3 CPD organization guidelines
As far as the organisational characteristics of the training are concerned, the paths should be balanced
according to the characteristics of the subject matter and the training group. The following guidelines
should be followed:

Space:
The training space should favour face-to-face meetings but must take into account the respect of the
work-life balance. Therefore, it can be organised in a mixed form: face-to-face training promotes the
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development of interpersonal relations and is the optimal environment for sharing reflections. Online
environments, such as platforms, can be used for sharing practice and for more in-depth personal or
shared reflections (it is important to monitor online environments to ensure quality exchanges). In
addition, web video conferencing sessions can be used for the more theoretical parts. The invitation is
to make the best of both virtual and face-to-face training: virtual training allows more people to
participate and offers the possibility of recording sessions, while face-to-face training provides more
detailed and contextualised information.

Scope:

The target group for the training is mainly the ECEC centre level, but for some topics the ECEC level
could also be involved, while for other topics it may be more sensitive to involve the municipal level.
This depends on the nature of the topic, the objectives, the specific needs and the political mission of
the course, as well as on the requirements that emerged from the needs analysis. Training at the
community level may be too specific, while international training may be too general. Centre team
training, on the other hand, may be more practical and concrete. Furthermore, the structure of the local
ECEC system influences the involvement of participants. It would be preferable for the training group to
be heterogeneous, including both in-service and pre-service professionals (i.e. student teachers
enrolled in university courses).

Duration:

The training should involve monthly or more frequent meetings, with the possibility of longer projects
lasting several years, depending on the subject matter. One or more topics may be covered each month,
and sometimes even quarterly, throughout the year.

For international courses, it is recommended that they last 3 days, with sessions of 6 hours per day or
divided into 8 - 8 - 4.

For national courses, the duration will depend on the organisational specifications of each country,
taking into account ECEC professionals’ timetables, the arrangements of the ECEC organisations and the
subject matter of the training course.

Resources:

Depending on the subject matter, different types of materials can be envisaged, such as video, portfolio,
audio, library, written documents, digital documents and web resources. The choice will also depend on
the characteristics of the team taking part in the training.

It is important that many courses also include practical materials, preferably the same or similar to those
that will be used with the children during the educational activity. It would be advantageous to have an
online repository where participants can share and download materials (however, this requires some
digital literacy on the part of the trainees and monitoring by trainers of the quality of the materials).

It would also be useful to set up an online network between ECEC centres to facilitate the exchange of
materials. It is also important to pay attention to sustainability, e.g. by using recycled or waste materials
to reduce the environmental impact.

Agents:
While the training should focus mainly on ECEC professionals, it might be preferable, according to the
themes selected and to the assessment of training needs, to involve a mix of researchers, pre-service
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students and people from the community and services in the training. It is also appropriate for ECEC
leaders to be involved in the training processes; it may be interesting to have representatives of different
organisational levels within the working group. External persons should have a practical knowledge of
ECEC centres, including their history and functioning. It would be advisable for the training course to
involve a stable group of participants, for a more coherent and systematic flow of knowledge to be
exchanged among trainees. Furthermore, it might be useful to organise training courses with specialists
from different fields (theatre, museums...), which are shorter and not specifically aimed at a single ECEC
centre.

Methods' in the strict sense:

There are different training approaches that can be more or less useful, such as consultancy, internal
training, training visits, seminars, courses, working groups, conferences, training visits. These should be
selected and combined according to the subject matter of the course and the composition of the
working group. Each course should be designed with appropriate strategies determined by a thorough
preliminary assessment of the context. The key element is the ability to link and integrate theory and
practice.

Impact on ECEC centres one example. Once a week, a leader from one centre involved in the training
visits another centre and, as a support strategy, supports the staff in the idea of accompaniment, sharing
thoughts and reflections, unsupervised, at meso level, in the local context.
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The evaluation of the training course has a wide range of benefits at all organisational levels.

1. Stakeholder feedback: Evaluation allows for stakeholder feedback to monitor the impact of
training. This feedback helps to improve the quality of training and to justify additional funding.
In other words, it makes it possible to assess whether investment in training is producing the
desired results and whether additional resources are needed for further improvement.

2. Learning assessments: These are useful for ECEC managers in determining whether training has
had a positive impact on staff. They provide information on how useful the training was and
whether it should be continued or adapted. Learning evaluations are also crucial for informing
future decisions about the training to be offered to staff, thus helping to improve the overall
quality of the education and care provided to children.

3. Self-evaluation: a crucial role in the perspective of experiential learning and awareness of the
changes and effects that training has had on one's own professional practice, in order to be able
to increase the level of competence in daily action and to continue the path of professional
development.

The issue of sustainability of training is linked to its quality and the concept of monitoring and evaluation.
Training is effective when it leads to improvements in ECEC professionals practice and competence, but
it needs to be sustained in the future by various factors so that it is not lost.

Factors that influence sustainability are:

e Support for training centre managers: they carry out follow-up, actively involve colleagues,
support staff to participate in training situations, implement action plans and organise
themselves into networks between services.

e Developing professional learning communities among ECEC centres: the systematic exchange
of ideas and plans with other institutions can maintain the training structure and continue to
create opportunities for exchanging constructive feedback and observing practices.

e Taking into account the turnover of professional figures inside the service: documentation and
resources sharing systems can help maintain the knowledge and change to the practice gained
through the training.

6.1 Purposes of the evaluation process
The evaluation of a training programme is a systematic process of collecting, analysing and using
information to answer two basic questions about the programme. On the one hand, to identify whether
the programme is reaching the intended target population (in our case, early childhood education
professionals, teams, centres) and whether it is doing so in the expected numbers. To answer this
question, it will be necessary to find out about the profile of the participants, their expectations, training
needs, etc. at the time of starting the course. The second question to answer is whether the programme
is successful or effective and of high quality, i.e. whether it is really helping each and every participant
(or team) to achieve the expected learning outcomes (changed perspectives on childhood, knowledge
and skills required of professionals, professional-family relationships in centre routines, leadership skills
in ECEC settings and social inclusion skills). Answering this second question requires the participation
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of learners and trainers, but also of other members of the centre (colleagues, pedagogical co-ordination,
management, families, etc.). It also requires collecting information at the beginning, during and at the
end of the teaching and learning process, in order to apply the necessary improvements during the same
course or in future editions. The evaluation of the achievement of the learning outcomes also
incorporates the assessment of the trainees’ ability to apply this knowledge in real situations, their
attitude towards teaching and learning and their willingness to continue learning and developing
professionally.

The evaluation of the training programme to answer both questions, involves a few decision-making
processes, among them:

1. Identify who will carry out the evaluation (participating professionals, trainers, management
team, colleagues...).

2. Determine what aspects of the training programme will be evaluated (appropriateness of
learning activities, change in classroom performance, satisfaction with the course,
methodologies used...).

3. Select the instruments and procedures to be used (observation guide, questionnaires, rubrics,
video recordings, interviews, etc.).

4. Define when and how data collection will be carried out, considering the time available, the
course schedule and the availability of participants. Identify specifically in which learning
situations or tasks

5. Establish how the information collected will be analysed and interpreted. It is essential to
interpret the results in a meaningful way in order to draw relevant conclusions.

6. Plan what type of feedback will be given, at what time, by whom and to whom (participants,
course managers...) and for what purpose.

In summary, the evaluation of a training course should be an ongoing and reflective process so that it
can provide constructive feedback that contributes to the continuous improvement of professional
training.

6.2 Assessment and evaluation tools

The evaluation of the training course is not disconnected from the process of evaluating the participants'
learning. In this section we will develop a proposal for the evaluation of training participants based on a
certain way of understanding evaluation aligned with a socio-constructivist perspective of teaching and
learning processes. This approach is useful both for evaluating academic knowledge (knowledge,
attitudes, skills and competences) and experiential learning (holistic competences). in both processes,
the focus is on the learning process of the trainees and not only on the results. Let us remember that
assessment maintains a constant tension between two main functions: the social function, which allows
us to know and certify what learners have learned, and the pedagogical function, aimed at encouraging
these learners to become competent and expert individuals (Mauri & Rochera, 2010).

Considering the assumptions set out in the previous sections, we understand that the assessment of
learning makes it possible to know whether the learning selected by ECEC professionals is being
achieved, as well as to assess the quality of teaching.
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According to the perspective adopted in this document, assessment is characterized by being
continuous, regulatory, distributed and mediated by instruments, situated, inclusive and sustainable
(Boud, D. 2000; Jiménez & Naranjo, 2014; Mauri & Rochera, 2010)

Continuous: because it is developed in conjunction with the teaching and learning process. This
type of assessment seeks to provide regular and constant feedback to learners so that they can
identify their progress and the aspects in which they need to improve. It includes self-
assessment and co-assessment processes that involve learners in their own learning process
and that of their peers. The assessment itself is continuous as the different assessment situations
and tasks are developed in a coherent and continuous manner throughout the teaching and
learning process (Mauri & Rochera, 2010).

Regulatory: of the individual and joint activity of teachers and learners in the teaching and
learning process, which facilitates its articulated and joint functioning throughout the process.
Regulation has a dual function 1) to adjust educational attention to the needs of learners (training
assessment); 2) to involve learners in their own learning process and that of their peers
(formative assessment) (Coll, Martin, & Onrubia, 2001). Both forms of regulation aim to involve
learners in the assessment processes and help them become expert and progressively more
autonomous learners (Hattie & Timperley, 2007; Black & William, 2009). Formative feedback is a
key element in the regulatory function of assessment.

Distributed and mediated by instruments, including the language of assessment: assessment is
understood as a collaborative process in which various actors (teachers, students, peers and
other possible) and instruments (technology or teaching materials) contribute to the regulation
and improvement of learning, highlighting the use made of discourse in assessment as it helps
as a mediating element, to build a certain culture of assessment among participants, especially
learners (Mauri & Rochera, 2010).

Authentic, to which learners can give meaning and personal value: Assessment tasks and
situations should be 1) close to relevant activities of a given community of practice; 2) test the
use and functionality of the learning infused in the context of application; 3) emphasise the
integration of different knowledge to act competently; and 4) promote self-regulation of
learning skills (Diaz-Barriga & Hernandez, 2010).

Inclusive: Inclusive assessment aims to ensure that all learners, regardless of their needs,
characteristics or background, can participate fairly and equitably in assessment. To this end,
assessment should be constructed from flexible and diverse approaches, recognising and
valuing individual differences in forms of participation and achievement (e.g. designing different
assessment situations or tasks to demonstrate learning in different ways, providing different
support materials, allowing for revisions, combining individual and group assessments, offering
alternative projects...) (Booth & Ainscow, 2011; DUA, 2.2 version; Tomlinson, 2017).

Sustainable: Assessment should be geared towards promoting long-term learning, fostering
learners' autonomy and problem-solving skills, preparing them for their future personal and
professional development, avoiding practices that are ad hoc, discriminatory or only seek short-
term results.

This understanding of assessment has implications for the design of assessment activities and can serve
as a checklist for assessment activities, the aim being, as already mentioned in the preceding lines, to
contribute to the quality of teaching, to improve and guide the dynamics of the joint activity between
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learners and teachers and, finally, to provide opportunities for sustainable autonomous learning over
time.

In agreement with the above-mentioned principles different assessment and evaluation tools can be
used:

Satisfaction questionnaires

Individual interviews

Rubrics

Focus group

Reflective reports

Observations in real-life contexts
Analysis of work carried out by learners
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7.1 Erasmus+ Priorities and UN Agenda 2030
In the section below you will find the topics that the INTEC project partners have selected for the
development of the training courses for ECEC staff. The selection was oriented by the educational
priorities and goals set both at European level within the Erasmus+ program framework as at
international level, specifically the UN Agenda 2030.

As result, the Internationalization topic aligns to the Goal 4 Quality Education of the UN Agenda 2030
which encourages the collaboration of the ECEC professionals across all countries with the aim of
improving the overall quality of the teaching as the number of qualified professionals and to Erasmus+
vertical priority in ECEC education namely Supporting teachers, pre-school leaders and other teaching
professions driving toward the enhancement of the continuing professional development of the ECEC staff
through teachers’ mobility.

The Diversity and Inclusion topic is also mentioned in the Erasmus+ program both as a horizontal and
sectorial priority due to its relevance for the development of teaching practices of the ECEC staff. Indeed,
the priority suggest removing barriers for people and students with fewer opportunities while creating
an inclusive, fair, and equitable learning environment capable of responding to the educational needs of
the entire community, regardless of diversity.

Furthermore, the Social and Green Sustainability topic recalls the Erasmus+ horizontal priority
Environment and fight against climate change where the key role of the ECEC centres in engaging pupils
and families in the successful transition to climate neutrality and the development of green sectorial
skills and strategies is given.

Finally, the topic STEAM points to the Erasmus+ Sectorial Priority in ECEC education Promoting interest
and excellence in STEM where the adoption and elaboration of effective and innovative pedagogic and
assessment methodologies to promote STEAM among pupils, especially girls’, is suggested.

Additionally, Family Participation topic connects to the Erasmus+ Sectorial Priority Tackling learning
disadvantage, early school leaving and low proficiency in basic skills which underlines the essentiality of
having a holistic approach to teaching and learning and encouraging strong collaboration among all
actors within ECEC centres, as well as with families.

7.2 Internationalization of preschool activities
In the evolving landscape of ECEC education, internationalization stands out as an important theme for
professionals, in particular for teachers, educators and pedagogical coordinators. The INTEC course on
internationalization provides a comprehensive framework for understanding and implementing the
international dimension into early childhood settings.

Understanding internationalization in ECEC is crucial for equipping professionals with the ability to
integrate diverse cultural perspectives and practices into their daily work, fostering a learning
environment that respects diversity. This approach enriches the educational experience for children
while preparing them to become European citizens.
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For ECEC professionals, engaging with internationalization offers substantial professional development
opportunities. On the one hand, there are the practical aspects of internationalization, such as learning
about planning and implementing effective and successful international activities and projects. These
skills are essential for developing a strategic approach to internationalization at the ECEC level. On the
other hand, internationalization encourages professionals to extend their pedagogical skills by
incorporating European best practices and methodologies, which can lead to more innovative and
effective teaching approaches in their settings. Finally, a deeper knowledge of how to foster
international collaborations, whether through projects like Erasmus+ or partnerships with ECEC centres
from different countries, provide invaluable professional networking opportunities, enhancing both
personal and organisational development.

MAIN LEARNING OBJECTIVES:

e Understand internationalization in ECEC: Develop a comprehensive framework for integrating
the international dimension in early childhood contexts, including diverse cultural perspectives
and practices.

e Promoting diversity and European citizenship: Creating a learning environment that values
diversity and the European dimension of ECEC.

e Opportunity to learn about and integrate elements of European best practices and
methodologies, to collaboratively create innovative and effective teaching approaches.

e Acquisition of practical skills for planning and executing effective international activities and
projects, fundamental for strategic internationalization at pre-school level.

e Promoting international collaborations: Learning to develop and manage international
collaborations through projects such as Erasmus+ and partnerships with ECEC centres from
different countries, increasing opportunities for professional networking.

One example: the pilot course

The pilot course “Internationalization of Preschool Services”, led by two SERN trainers specialized in
EU affairs and project management in the ECEC sector, involved 31 participants including preschool
educators, teachers, pedagogical coordinators and municipal staff with extensive experience. The
course lasted 25 hours over four months and began with two face-to-face sessions introducing the
concept of internationalization in preschool education, global trends, European frameworks and
examples of best practices. Participants also conducted a self-assessment of the international
dimension of their preschool services. They then completed individual and group work, organizing
focus groups with colleagues to evaluate the level of internationalization of their institutions and
identify existing gaps. Further face-to-face sessions focused on planning international projects and
learning the basic principles of project management applied to the preschool education sector. The
course concluded with a final meeting and an online session where participants discussed their
projects and stakeholder involvement, developing concrete proposals to foster more
internationalized preschool environments.

Training course webpage:

https://www.intec-project.eu/products/training-courses/internationalization/
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7.3 Diversity and Inclusion
Diversity, equity, and inclusion (DEI) are essential principles aimed at understanding and promoting
fairness and respect within diverse groups of people.

Diversity encompasses all the characteristics and experiences that make individuals unique, including
visible traits like ethnicity and gender, and less visible ones like cultural background and education.

Equity focuses on creating fair opportunities and removing barriers to ensure full participation. Unlike
equality, which treats everyone the same, equity tailors resources and support to meet individual needs,
ensuring fair outcomes. The term "equity" comes from the Latin aequus, meaning "even" or "fair," and
has connotations of justice and rightness.

Inclusion involves actively accommodating people who have been historically excluded. It goes beyond
just having diverse groups represented; it ensures that everyone feels valued, respected, and heard.
Inclusion empowers all individuals to participate fully, fostering a sense of belonging.

Together, these principles address the multifaceted nature of creating a just and inclusive society.
Diversity brings varied perspectives, equity ensures fair treatment, and inclusion fosters meaningful
engagement. By implementing DEI principles, organizations and communities can work towards
eliminating systemic barriers, promoting social justice, and building a more compassionate world.

MAIN LEARNING OBJECTIVES:

e Childcare professionals should take a course on Inclusion and Diversity to create equitable,
supportive environments for all children.

e This course covers understanding diverse backgrounds, addressing unconscious biases, and
implementing inclusive practices.

e Emphasizing equity, participants will learn to develop and apply strategies that ensure fair
treatment and access for every child.

e Through interactive modules, childcare providers will gain skills to better support each child’s
unique needs, ensuring they feel valued and included.

e Ultimately, this training fosters a nurturing atmosphere that respects diversity, promotes equity,
and enhances the well-being and development of every child.

One example: the pilot course

The pilot training course on Diversity, Equity and Inclusion was led by 2 trainers (with expertise in
inclusive childcare and pre-primary settings, coaching and communication strategies. Five
participants, Four ECEC childcare takers and one pre-primary coordinator on professional
development, enrolled in the course.

It had a total duration of 24 hours over the period of for months, structured in:

Four times four hours face-to-face meetings, with a theoretical introduction on the topic and several
moments of sharing and reflection activities. The Third encounter focused on the planning and
documentation of their own practice and the closing part was set up as a presentation of good
practices.

Eight hours of personal work on readings, preparation of the ending project that of documentation
and presentation of individual on the job experiences.

Training course webpage:
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https://www.intec-project.eu/products/training-courses/diversity-equity-and-inclusion/

7.4 Social and Green Sustainability
The topic is important to promote ECEC professionals’ and society's understanding and competence for
action on sustainable development and seek solutions to sustainability challenges through cooperation
of the education institution and the local community.

Objectives:

1. To provide an introduction to the conceptual and methodical foundations for education for
sustainable development.

2. To assess the global nature of green and social sustainable development and education for sustainable
development.

3. To enrich the experience and share good practice in teaching activities for sustain-able local and global
future.

MAIN LEARNING OBJECTIVES:

e Sustainable and ecological education in ECEC centres.

e Global social and green sustainability challenges in everyday life and education

e Basics of sustainability: well-being and harmonious development.

e Learning strategies and approaches for the development of holistic and integral competence of
children. /Approaches and methods for implementation of social and green sustainability
principles in daily activities in ECEC

e Green entrepreneurship education - general description.

e Global challenges of social and green sustainability to improve the quality of life for existing and
future generations.

One example: the pilot course
The pilot training course “Social and Green Sustainability” was implemented under the guidance of
three trainers who, in addition to their academic qualifications, also have professional experience in
preschool and primary education. The course involved 26 participants (15 educators + 11 students
of the primary education teacher program). It took place in a preschool educational institution and
was attended by the staff of this institution, including the head of the institution, a preschool
methodologist, preschool teachers, a speech therapist, a preschool music teacher, and teacher
assistants. Such joint learning fosters a shared understanding of the importance of sustainability
education at the preschool level.
The course participants met in five face-to-face sessions and individual/group independent work,
which were structured as follows:
e face-to-face meetings in which participants explored questions such as: Why is this relevant
and important? What do children gain when a participatory approach to sustainable
development is implemented?
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e Discussions focused on personal responsibility — What can | do as an individual and as a
teacher?

e Participants carried out various activities in small subgroups, taking on the roles of teachers
and children.

e Participants carried out individual work exploring various resources and group independent
work involving the planning, development, and presentation of a learning activity to other
participants.

e Afinal face-to-face meeting during which groups presented their work (a learning session on
a sustainability topic for preschool-aged children). Discussions, feedback, and suggestions
for improving the course content were provided.

Training course webpage:

https://www.intec-project.eu/products/training-courses/social-and-green-sustainability/

7.5 STEAM. MuMaBot. Exploring disciplinary intersections.
STEAM activities in ECEC services should aim to give children a space to explore scientific and artistic
concepts and experiences, while developing problem solving, imagination, creativity and social skills in
a playful atmosphere that encourages inclusivity and group collaboration.

The training proposal is aimed at ECEC professionals with the objective of developing design and
technical skills to use STEAM disciplines as fields of experience and learning for children, exploring the
potential of the intersections between expressive languages and scientific disciplines. The contact and
contamination zones created when 2 or more languages (by languages we mean modalities of
expression and communication, not just verbal, ways of access to knowledge and reality) are present
together are potential areas of development that can facilitate learning.

Children's expressiveness is capable of moving across disciplines and integrating them into unique and
meaningful expressions: it is up to adults to equip themselves with the necessary tools to read, listen
and understand how children embed learning.

In the training course, participants are involved in practical activities to understand and "feel" the
connections, experimenting with new ways of understanding and learning things that are usually
perceived as specialised and out of the ordinary: the course aims to make the participants feel
comfortable with music, mathematics and robotics concepts and knowledge in a holistic and natural
way.

MAIN LEARNING OBJECTIVES:
e Creating experiences that weave together multiple ways for children to know, understand and
express themselves.
e Making complex concepts in music, mathematics, physics and robotics accessible,
deconstructing the concepts to find different ways to learn and teach them.
e Observing and reflecting on children's thinking processes.
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e Using observation and design tools.
e Creating playful and engaging settings where emotions are recognized as part of the learning
process.

One example: the pilot course

The pilot Mumabot training course was led by 3 trainers (one expert in the musical field, one expertin
preschool mathematical activities and one expert in educational robotics) and involved 34
participants (mostly professionals and some leaders) from infant-toddler’s centers, preschools,
primary schools and music schools.

It had a total duration of 25 hours over the course of four months, structured in:

e Two five hours face-to-face meetings, in which the trainees tried transdisciplinary activities
in the role of the students in small groups. These experiential activities were accompanied by
an introductory presentation of the approach and several moments of sharing and reflection
on the small group activities. The final part of the second encounter focused on the planning
and documentation tool that was provided to the trainees to use during the implementation
phase.

e Twelve hours of on-the-job implementation over the course of two months, for which the
participants received a Mumabot kit on loan containing 3 Ozobot Bit and 3 Rhythm boxes. A
shared Microsoft Team was created to enable the participants to share their written and
media documentation with the trainers and the other trainees; the participants were asked to
update the documentation periodically while they were conducting the activities with the
children.

e Three hours online closing meeting, in which the trainers gave a global overview of common
themes emerged from the trainee’s documentation and gave space for discussion between
trainees.

Training course webpage:

https://www.intec-project.eu/products/training-courses/mumabot-steam/

7.6 School-Families Relationship and Family Participation
The INTEC course on school-families relationship and family participation provides a comprehensive
framework for improving the capacity of ECEC community (professionals, leaders, families) to work
together for high quality education.

Professionals in ECEC undertake many tasks and responsibilities in their daily work. One of them is to
ensure a good school-families relationship and family participation.

MAIN LEARNING OBJECTIVES:

e Improvement of the capacity to design and plan a welcoming space for parents & children with
adequate materials and distribution in the ECEC centre environment according to the rights and
the needs of early learners & their families. This will include guidelines for the welcoming and
interviews between family and centre (space, time, emotional environment) as well as settling-

30


https://www.intec-project.eu/products/training-courses/mumabot-steam/

o INTEC | Transnational In-service Training Curriculum

in period, considering the importance of the first meeting and models of school-family
relationship to build a trust-based relationships through the years at ECEC.

e Improvement of the capacity to plan and implement workshops, pedagogical meetings, as
opportunities to go in-depth into the relationships among families, as well as between families
and practitioners. By offering opportunities of socialization for parents beyond the everyday
routine of informal exchange (i.e., workshops and pedagogical sessions and gathering with
families to deepen educational and theoretical issues with other parents and professionals
inside the ECEC settings).

e Improvement of skills to create pedagogical and visual documentation to strengthen the school-
family relationships and communication to make visible the development and learning
processes of children and to strengthen the relationships with parents in the daily
communication with professionals.

e Securethe children’s right to be respected as citizens and human beings under six with their own
singularity and uniqueness. Ensuring the respect of the person, their body integrity, their own
belongings (material artifacts) and how to allow them to enter the centre by creating a personal
space for children’s (transitional) objects.

One example: the pilot course

The pilot training course School-Families Relationship and Family Participation was led by 4 trainers
(with specific expertise in: children rights, workshops and pedagogical meetings, welcoming spaces
and pedagogical and visual documentation for communication) and involved 20 participants (60%
of attendees with more than 15 years of experience; about one third with experience between 11 and
15 years; about 10% of attendees with experience between 6 & 10 years) from preschool teachers (8)
& infant-toddler centre’s Educators (12)

It had a total duration of 25 hours over the course of two months, structured in:

e - 15h of face-to-face meetings, in which the trainees tried transdisciplinary activities in the
role of the students in small groups. These experiential activities were accompanied by an
introductory presentation of the approach and several moments of sharing and reflection on
the small group activities. The final part of the second encounter focused on the planning and
documentation tool that was provided to the trainees to use during the implementation
phase.

e 10 h of personal work on readings, preparation of the ending project that gathers one of the
topics answering the centre needs planning.

e Athree hour online closing meeting, in which the trainers gave a global overview of common
themes emerged from the trainee’s documentation and gave space for discussion between
trainees.

Training course webpage:

https://www.intec-project.eu/products/training-courses/the-school-families-relationship-and-family-

participation/
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There are many different ECEC services and professional profiles in different European Countries,
labelled in different ways. In this document we are going to use the following English terms, based on
“Early childhood workforce profiles across Europe: 33 country reports with key contextual data.”
(Oberhuemer & Schreyer, 2024).

ECEC centre/service: a formal educational setting for children ranging from o to 6 years old.

This includes, for example? Begian Kinderdagverblijf and Groepsopvang (for children aged o-2), and
Kleuterschool (2,5-5); Italian Nido (0-3), Sezione Primavera (2-3) and Scuola dell'Infanzia (3-6); Latvian
Pirmsskolas izglitibas iestade (1,5-7); Spanish Escuela de educacién infantil unificada (0-6), Escuelas de
educacién infantil primer ciclo (0-3) and Escuela de educacién infantil segundo ciclo (3-6); Swedish
Forskola (1-5); French Créches (0-2), jardins d’enfants (2-3) and écoles maternelles (2-5); German
Kindertageseinrichtung: Kinderkrippe (0-3), Kindergarten (3-6);

ECEC professional: a person working in an educational role in a ECEC centre directly in contact with the
children.

This includes, for example? Belgian Kinderbegeleid(st)er (0-2), Kleuterleid(st)er/ Kleuteronderwijzer /
Kleuterleerkracht / Leraar Kleuteronderwijs and Kinderbegeleid(st)er / Kinderverzorg(st)er (2,5-5);
ltalian Educatore/Educatrice (0-3) and Insegnante di scuola dell'infanzia (3-6); Latvian Pirmsskolas
izglitibas skolotdjs, Skolotdja paligs, Pirmsskolas izglitibas muzikas/ sporta skolotdjs (1,5-7); Spanish
Maestro especialista en educacién infantil (0-3 and 3-6), Técnico superior en educacién infantil and
Auxiliar en educaciéon infantil (0-3); Swedish Forskolldrare and Barnskdtare (1-5); French
puériculteurs/puéricultrices and auxiliaires de puériculture (0-2), éducateur/éducatrice de jeunes
enfants - (0-2) and professeurs/professeures des écoles (2-11); German Erzieher:innen;
Kindheitspadagoginnen,.

ECEC leader: a person who works in a coordinating role in a ECEC centre, both in an administrative or
pedagogical capacity.

This includes, for example? Belgian Verantwoordelijke (0-2) and Director (2-5); Italian Coordinatore
pedagogico (0-3 and 0-6) and Dirigente scolastico (3-6); Latvian Centre Head, Deputy Head and
Educational Methodologist (1,5-7); Spanish Director o directora del centro educativo, Coordinador/a de
ciclo and Jefe o jefa de estudios (3-6); Swedish Rektor (1-5); French coordinateur/coordinatrice de la
petite enfance (0-2) conseillers/conseilléeres pédagogiques (2-5) and inspecteurs/ inspectrices de
éducation nationales (2-5); German Kindheitspaddagogen.

2 This document cites terms used in some European countries by way of example. For a complete overview of all
European countries, please refer to:

Oberhuemer, P. and I. Schreyer (eds.). 2024. Early childhood workforce profiles across Europe: 33 country reports
with key contextual data. Munich: State Institute for Early Childhood Research and Media Literacy.
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