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ABSTRACT

The presented paper combines applied research and development in the field of cultural
diversity and inclusive education. It addresses the improvement of primary and secondary
school children's transversal skills through a specific personal development teaching and
learning program and presents an ongoing study as an accompanying action-based research
element. In a first step, the theoretical international frameworks for life skills and inclusive
education programs are discussed and combined with the claim for lifelong learning and the
need for making pre-existing competencies visible. The presented personal development
program tackles individual learning processes and transversal skills and shifts the teaching and
learning culture towards child-oriented and cooperative learning. This shift can bear challenges
for teacher trainers, teachers, students, and the entire educational system as belief systems,
traditions, standard teaching practices, and the individual child's view are under change. In a
second step, the development of the inclusive personal development program is discussed,
focusing on the participatory process and stakeholders of the three partner countries Kosovo,
North-Macedonia, and the Republic of Moldova. Alignment to curricula, integration into
curricula, development of teaching and learning material, and training programs are presented as
relevant issues and stepstones. The personal development teaching and learning material for
grades one to nine is explained as an open-source material in different languages. In a third step,
the ongoing action-based research study is presented and discussed, highlighting the first results
and consequences for the development of teaching and learning materials and training
programs.

Keywords: inclusion; international cooperation; personal development, transversal

skills, teacher training

1. Introduction

Over the past years, educational systems in various European countries have adapted and
reformed their curricula to support disciplinary competencies and transversal skills. Teaching
and learning shall contribute to a substantial personal development for mastering different
situations in a school context and a future work context. The changes in these curricula range
from cross-curricular principles that outline competencies in social, methodical, and self-
related learning areas (Switzerland) to separate school subjects that deal with personal
development itself (Republic of Moldova) or specific subjects training pre-vocational skills
(Kosovo, North-Macedonia). All these curricula focus on strengthening primary and
secondary school students in their various pre-existing competencies and skills for a future
engagement in the labor market and society in total. Lifelong learning becomes essential, and
the desired goal is to equip students with the skills needed to succeed in the 21 century. This
focus can also be described as a reaction to international organizations' frameworks and the
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corresponding trends in policymaking, reforming curricula, and preparing a country's student
population to newly arising demands.

1.1.  International Frameworks

In the light of rapidly changing societies, in environmental, economic, and social aspects, the
OECD Learning Framework 2030 supports the need for broader educational goals (OECD
2018, 3). Individual, as well as collective well-being, are in the focus of this future vision
assigning education a crucial role in approaching these goals: “Education as a vital role to
play in developing the knowledge, skills, attitudes, and values that enable people to
contribute to and benefit from an inclusive and sustainable future. Learning to form clear and
purposeful goals, work with others with different perspectives, find untapped opportunities,
and identify multiple solutions to big problems will be essential in the coming years.
Education needs to aim to do more than prepare young people for the world of work; it needs
to equip students with the skills they need to become active, responsible, and engaged
citizens.” (ibid, 4)

The call for an inclusive education that puts the learners into the center of their learning and a
personalized environment that supports and motivates each student, makes connections
between different learning experiences and enables students to design their learning processes
in collaboration with others (ibid, 4). The competencies and skills that students shall acquire
for the development of their personality are transversal skills or life skills that become
necessary in different disciplinary and non-disciplinary learning situations. However, the
concept of life skills education per se is not a new one. Already in 1998, the World Health
Organization defined life skills as "the abilities for adaptive and positive behavior that enable
individuals to deal effectively with the demands and challenges of everyday life" (WHO
1999). The WHO life skills lie in decision-making, problem-solving, creative thinking and
critical thinking, communication and interpersonal skills, self-awareness, empathy, coping
with emotions and coping with stress (WHO 1999, 1).

UNICEF similarly defines life skills, putting them into an A-S-K model of competencies: “a
behaviour change or behaviour development approach designed to address a balance of three
areas: knowledge, attitude and skills". UNICEF bases its definition on research evidence that
suggests that shifts in risk behavior are unlikely if knowledge, attitudinal, and skills-based
competency are not addressed (United Nations, 2006, 1). When broken down into concrete
skills, the skills described by UNICEF, UNESCO, and WHO list the ten core life skill
strategies and techniques as: problem-solving, critical thinking, effective communication
skills, decision-making, creative thinking, interpersonal relationship skills, self-awareness
building skills, empathy, and coping with stress and emotions (United Nations, 2006, 1).

1.2.  Inclusive Education

The claims of international frameworks tie in with several principles identified in the
discourse on inclusive education programs that focus on transforming disadvantaged,
marginalized or vulnerable children's current life chances through education (Hollenweger
2020, 3). Modern pedagogical literature sees pillars such as having a learner-centered vision
of education top-of-mind for any decision taken, including being in-line with a capability
approach to education (Robeyns, 2006). Capabilities are understood as the “genuine
opportunities or freedoms to realize these functionings™ (ibid.). This understanding adds the
dimension of self-efficacy, autonomy, and personal choice as a criterion (Hollenweger 2020,
3). Therefore, a learner-centered vision of education is not only about performance but about
the competencies to make meaningful and positive choices about one's own life and future
(ibid.). Other principles highlight teachers' empowerment to implement high-quality inclusive
practices, including questions of curricula, planning and assessment practices, and structural

13



Paper—Life Skills for Primary and Secondary School Children: Development of a Multilingual, Inclusive Education...

questions such as physical environment, student-teacher ratios, or teacher qualifications
(Love & Horn 2019). Inclusive classroom practices should directly support students' learning;
assessment practices should support learning and development and provide guidance and
direction for future learning and not hinder future chances (Hollenweger 2020, 4).
Cooperation and collaboration among different stakeholders in schools and with
professionals, with parents or the wider community, are identified as another key aspect of
supporting inclusive education programs and not leaving teachers as isolated agents for
inclusion. It is the call for a collective self-efficacy — a sense of achieving something valuable
together, which will have a positive impact on student achievement (ibid.). An enabling
context for inclusive practices forms the last of an identified key factor for successful
inclusive education programs, especially in underprivileged regions, according to one of the
last reports of UNICEFs inclusive education strategies (ibid.). In this respect, enabling
contexts are understood as "solidified practices," reflected in social structures, processes, and
customs that endorse and support inclusive classroom practices (ibid.). It includes regulatory
components such as laws, social welfare or legislative processes, and normative components
such as professional standards, work ethos, belief systems and mindsets, and cultural-
cognitive components such as social attitudes that a society or the organization's members
hold (Scott 2008). According to the latest UNICEF report (Hollenweger 2020), a study from
Kosovo (Zabeli et al. 2020) highlights the need for changes at all levels: Expectations and
organization of schooling, curriculum to recognize all student identities, pedagogy, and
assessment for developing students’ potentials and the culture of schools for embedding them
in a community.

1.3. A Lifelong Learning Perspective

Apart from focusing on transversal skills for developing one's competencies, skills, and
attitudes, and the claim for high-quality inclusive education programs, the concept of life-
long learning becomes once more highlighted. In an academic debate, competence orientation
is frequently connected to lifelong learning and acquiring appropriate life skills at school
(Weidinger 2014). This tendency can also be traced in the papers published by the European
Commission: "It is where they gain the basic knowledge, skills, and competencies that they
need throughout their lives and the place where many of their fundamental attitudes and
values develop" (European Commission 2010). As a result, the demand has arisen for
teachers to be equipped with the necessary competencies to orient students' learning towards
a lifelong perspective (Weidinger 2014). The undertakings of the various countries are
diverse; thus, a majority of teachers admit to not having sufficient belief in their self-efficacy
to be able to equip pupils with the necessary competencies: "teachers report a rather low
personal self-efficacy concerning their possession of the competencies needed to encourage
their pupils' LLL [lifelong learning] competences" (Spiel & Schober 2002; Hadré & Sullivan
2008). Research shows that in underprivileged regions in which educational policy did not
address this particular need that teachers manifested signs of an acute conviction of this lack
of personal self-efficacy and that this, in turn, had a direct impact on their students.

The competencies connected to lifelong learning demands are to do with learning motivation, a
conviction of self-efficacy, teamwork skills, information and research competence, flexibility,
communication competence, etc. The Centre for Teaching and Transcultural Learning of the
Department International Projects in Education of the Zurich University of Teacher Education
concludes that this encompasses the OECD Learning Framework 2030 consisting of
knowledge, skills, attitudes, and values to meet complex demands (OECD 2018, 5).

In the light of these campaigns, educational policies and curricula have been reformed in
various regions. For many countries, such as the participating partner countries in this study,
the shift from content-related learning goals focusing on acquiring knowledge towards
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competencies bears a challenge, and filling curricula with possible contents, methods, and
related materials can also be full of questions. Following the claims of international
frameworks, inclusive education practices, and lifelong learning perspectives discussed
above, the exemplary process for developing this personal development program is discussed
in the following chapters of this paper.

2. Development of the Inclusive Personal Development Program

2.1. Pre-Existing Competencies as a Starting Point

In the vision of a personal development program aimed at individual strengths and areas of
development, students' pre-existing competencies and connecting to these competencies in
school are essential elements of a social-constructive understanding of learning (Berner et al
2018). In regions with a very diverse student population with students from different ethnic,
cultural, and language backgrounds or with disadvantaged students for socio-economic
reasons, school curricula for personal development shall focus even more on using strengths
and building on these strengths. Children coming from minorities or vulnerable groups within
a society are often disadvantaged because of their ethnic backgrounds and difference from the
others and because of limited access and attendance to school (UNICEF 2007a, 2007b),
(Surdu et al 2011). However, this does not mean that these children start school as a tabula
rasa with no prior acquired competencies and skills (Weidinger 2016). On the contrary,
children who grew up in socio-economically vulnerable situations often contribute to the
family's survival. They enter the schools with competencies and skills that they have acquired
in non-formal educational settings, in their families, in the peer-group, on the streets etc. The
educational system misses to perceive, measure, and value these pre-existing competencies
(ibid.). Schools often do not offer opportunities where these pre-existing competencies and
skills can be applied, tested, further developed, and transferred into a way that they become
useful and accepted by the institution and its requirements. These pre-existing competencies
often encompass the described life skills. However, they also include purely subject-related
competencies such as calculating, verbal communication skills (when selling things),
technical skills (repairing, agricultural work, handicrafts), as well as knowledge about their
environment and its materials (agricultural work, weather forecasts etc.). In schools, children
with such pre-existing or pre-acquired competencies cannot show and prove them as they are
not part of school tasks, tests, or other forms of summative assessment procedures (ibid.).
This is also why underprivileged or marginalised children — when placed in mixed groups
with children of the major population — quickly become stigmatized (ibid.). Their perceived
lack of cognitive skills becomes visible in the context of the classroom also to their
colleagues. Therefore, school not only serves for the development of the needed cognitive life
skills such as problem-solving, critical thinking, or decision-making skills but becomes an
important motor in promoting empathy, emotional awareness, and training conflict-resolution
skills. School becomes a place of including and supporting everyone, regardless of their
socio-economic background, academic achievement, or cultural heritage.

2.2. Contextual Conditions and Alignment to Curricula

2.2.1. Partners and Stakeholders

The personal development program and its applied research study were carried out by the
Zurich University of Teacher Education, Department of International Projects in Education.
The program is financed by the Canton of Zurich. The program is being implemented in
three countries, the Republic of Moldova, North-Macedonia, and Kosovo. In all three
countries, the project partners are the Ministries of Education and for operative
implementation independent NGOs or project coordinators who secured all involved
stakeholders' working process and participation. A phase of thorough planning, assessment
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of needs, and mapping of other activities in this thematic field was undertaken in 2019 in
all regions with a kick-off for starting the development of teaching and learning materials in
fall 2019. In all phases of the project, Swiss experts worked very closely together with the
three countries' core-teams, consisting of experts in teaching and learning material
development, curriculum development, pre- and in-service teacher training, and
pedagogy/educational psychology. The Personal Development study is carried out as an
accompanying element along the entire process.

2.2.2. Alignment to Curricula

The teaching material and training program for personal development was aligned to
existing and partly new curricula in all partner countries. Along with these curricula, the
competencies were analyzed and developed into a competence framework. They include
different spheres of personality, such as:
- Cognitive skills such as problem-solving skills, creative thinking skills, critical thinking
skills, and metacognitive skills;
- Social skills such as communication and cooperation skills, interpersonal relationship
skills, and empathy;
- Self-awareness skills such as self-responsibility, decision-making skills, and self-
reflection skills;
- Emotion-regulating skills such as dealing with emotions, dealing with stress and
conflict-solving skills.
Personal development and life skills education is embedded in all school subjects and is
always connected to learning content relevant to the individual at their current state of
development (Weidinger et al. 2020). The content and tasks in this personal development
program are targeted at different age groups and grades. Throughout the curriculum of
compulsory schooling, teaching life skills becomes more complex, following similar topics
each year and focussing on the same skills throughout the entire time at school (ibid.).
Thus, life skills education is built up progressively from an early age onwards, starting at
the entry point into the school system at kindergarten or primary school and lasting until the
end of compulsory education. During the students' school lives, personal development skills
are taught through a spiral curriculum: they are repeated each school year, but each time at
a more complex level. The spiral curriculum of personal development and life skills
education can be described as an approach that presents different key concepts for learning
with increasing complexity levels throughout progressive school years. Following the
paradigm of the early educationalist and psychologist Jerome Bruner that "any subject can be
taught effectively in some intellectually honest form to any child at any stage of
development" (Bruner 1960), the spiral curriculum is the underlying pedagogical principle of
this program. Information, topics, and tasks are introduced to children at a young age and
continually reintroduced, reinforced, and built upon. Not only will proficiency in the different
life skills be developed in an adaptive learning method, but the meaning and significance of
what is taught also become an integral part of the program. This spiral curriculum includes
ideas, principles, and values significant to the students as they mature and values essential to
broader society. Through the spiral curriculum, the program also follows the approach and
paradigm of life-long learning (Weidinger et al. 2020).

2.3. Development of Teaching and Learning Material

2.3.1. The Structure of the Personal Development Teaching and Learning Materials

In the presented personal development program, life skills are taught in five modules that

comprise key concepts (Weidinger et al. 2020). These are:

1. Self-knowledge and knowledge of others emphasizing self-knowledge and self-esteem,
exploration and self-evaluation of personal resources, family as a value: responsibilities,
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gender roles, stereotypes, assertiveness, non-conflictual and non-violent communication,
volunteering etc

2. Ensuring quality of life with an emphasis on integrity, efficient resource management,
sustainable development, good self-management, etc.

3. Healthy lifestyles guiding students on issues related to physical and emotional health,
healthy food, counteracting vices such as drugs, alcohol, smoking, gender influences, etc

4. Designing personal careers and developing entrepreneurial mindsets with an emphasis on
occupational understanding from a labor market perspective, career planning, and career
decision making, entrepreneurship as a career option, etc.

5. Personal safety focusing on behavior to ensure personal safety and the safety of others.

Following the spiral curriculum, each manual in this series from grades one up to 12 uses the
same modules and key concepts. The tasks are spread out over one school year, with four
tasks per module. Each manual, therefore, consists of 20 tasks altogether. However, students'
topics and tasks often overlap: a talk about a healthy lifestyle will touch on ensuring the
quality of life and the art of self-knowledge; a task-centered on career options for older
children will also touch on self-knowledge and ensuring the quality of life etc. Therefore,
while the tasks are organized into five modules, they cannot be viewed as entirely separate
(ibid). The modular approach insists on an educational intervention characterized by
integrating knowledge, skills, and attitudes specific to competencies development. The
integrative approach is applied within each module, capitalizing on gains made in other
school subjects or the student's social and familiar environment. In this way, the Personal
Development course is centered on the development of competencies with a specific focus on
values, attitudes, and dispositions and, more importantly, it aims at bringing each child or
adolescent in his/her zone of proximal development by setting tasks that are challenging
enough to enable learning processes but adequate to also make successes possible (Vygotsky
1978). The teaching and learning materials are manuals for teachers with concrete hints and
ideas and small templates for classroom implementation. Goals and competencies and all
didactic steps and hints for the social settings and learning forms are visible on one page for
direct use in the classroom.

All booklets of the personal development program are translated from English into
Romanian, Albanian, Macedonian, Serbian and Russian and will be soon available on IPE’s
textbook website https://ipe-textbooks.phzh.ch/ for free download and use. Currently, the
teaching material for grades 1 to 4 is in finalization, grades 5 to 9 are ready to use, and grades
10 to 12 are in development.

2.4. Development of Training Programs

The development of training programs was started in 2019, together with all partners.
Whereas in the Republic of Moldova, all training programs were aligned not only with the
implementing project team, but they were also coordinated and approved by the Ministry of
Education; in North-Macedonia and Kosovo, two NGOs, mandated for in-service training of
teachers, were already mandated by the relevant authorities in their country. The developed
training sessions consist of different modules delivered partly in a face-to-face session in the
three countries' local context and partly via online courses due to the COVID-19 situation.
Target groups of the training program were teachers, school principals, NGO staff for the
organization of in-service training for teachers, University staff for integration into existing
study programs in education, and staff of educational authorities for the organization of in-
service training for teachers. The target groups differed from one country to another,
depending on the specific allocation of tasks and responsibilities for in-service training. The
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modules were conducted in English or were translated into Macedonian or Romanian. In
Kosovo, all participants spoke English.
The modules consisted of the following topics:
- Introduction to life skills
- Pedagogic and psychological background knowledge about life skills and personal
development
- Introduction to the teaching and learning materials
- Didactical approaches and teaching methods
- Accompanying of learning processes and assessment
- Reflection of one’s own teaching
- Designing own life skills lessons
All modules were set up in a structure that combines short inputs of information with active
discussion and reflection elements. In cases of face-to-face training, model lessons or micro-
teaching sequences were used.

3. Methodology and Working Process
The accompanying study has been done as a follow-up to the completed study of developing
a similar program (FACE) in 2016 (Weidinger 2016). The research component of FACE
included a pre-post-test design and followed a mixed-method approach (Caracelli & Greene
1993). Whereas in the FACE study, a mixed-method design was used to gather results about
improving the students' self-concept, adopting the material, and implications for future
material, the Personal Development study takes a more participatory approach. It uses some
FACE results, especially for designing the teaching and learning materials and the training
for teachers and other multipliers. All methods used in the personal development study follow
an action-research approach using only qualitative methods for data gathering and
interpretation (McTaggart, 1997, 2006). The scientific method of theory building is grounded
theory (Glaser & Strauss, 1967, 2008), (Strauss & Corbin, 1990). In the context of
development cooperation, the approach used can also be described as an evidence-based
action research approach (Popplewell & Hayman, 2012).
The categories for analysis and interpretation include the following dimensions:
- teaching material development: competence orientation, teaching methods, didactic hints
for teachers, gender, cultural dimension
- training program for teachers: knowledge, teaching methods, attitudes, reflection
The personal development program's working process can be described as a participative
process on eye-level with teaching and learning material development experts from the
Republic of Moldova and experts for developing training programs for pre- and in-service
teachers from North-Macedonia, Kosovo, and the Republic of Moldova (n=9). Protocols of
exchange meetings, written feedback on the teaching and learning material, and feedback
directly in the different manuals served as a data source for the analysis. For specific
evaluation of the training programs' individual modules, separate quantitative evaluations
were conducted by the implementing partners through online surveys (participants n=69).

4. Obtained Results and Discussion

The accompanying research study results are interesting and give important insights into a
future adaptation of the program. The following results were derived from the qualitative
analysis of the discussions and feedback rounds with experts and teachers to develop teaching
materials. Data gathered after training sessions through questionnaires and feedback rounds
were used to develop the training programs (IPE 2020).
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4.1. Development of Teaching Material

Competence orientation: Tasks in the teaching and learning material are formulated by
addressing competencies aligned with the curricula. In developing the teaching and learning
material, experts' and teachers' feedback showed that the curricula had not clarified an
orientation towards competencies. Teachers as well as student teachers tend to stick to
content-related goals or express the need for a topic rather than focussing on the
competencies of students to be developed. Curriculum experts and authors expressed this
quite clearly despite the adapted and reformed curricula.

Teaching methods: Teachers seem to be familiar with most teaching methods such as
cooperative learning, project-oriented learning, or task-based learning. However, they
report experiences to be limited to special occasions where these are applied. Only
cooperative learning elements are experienced in the framework of the existing curriculum
and the corresponding teaching and learning materials. The future focus should be given to
a self-evident integration of different inclusive teaching practices as part of teachers'
professional identity. Moreover, even if teachers know a particular teaching method or
didactic approach, the quality of practice in their daily teaching remains unclear.

Didactic hints for teachers: Practical hints for teachers on classroom organization, social
settings, leading discussions, or how to give feedback to students and parents were
welcomed and applied. However, in developing the teaching and learning material, it
became evident that teachers seem to lack self-efficacy and trust in their competencies as
moderators, facilitators, and classroom managers. This seemed to pose a dilemma as, on the
one hand, the need for concrete hints arose, especially in areas of how to promote critical
thinking processes, expression of own opinions, and self-organization of students
(formulated mainly by curriculum experts and authors) but on the other hand too close
instructions again would hinder self-responsibility and autonomy of teachers. There seems
to be a high demand on focussing on this change of teaching and learning culture.

Gender: Gender dimensions are addressed in various tasks within the teaching and learning
materials, especially in topics revolving around identity, life quality, respect towards others,
and health. A mutual discussion was addressed in elaborating different forms of families
(core family versus single-parent families or same-gender families). It became evident that
addressing gender issues apart from male and female gender is difficult in some partner
countries. The same applies to the visual representation of different forms of families or
rainbow families. Even though teaching material and curriculum experts see this as a
necessary topic, addressing this officially in teaching and learning materials for teachers
and students becomes a political issue.

Cultural dimension: All tasks and hints in the textbooks are formulated in a culturally
neutral way. However, when trying to connect to the individual lives of children nowadays,
cultural variations become apparent. These variations are not limited to a specific country's
cultural background and heritage but arise more from families' very different socio-
economic backgrounds or their underprivileged life situations. Adaptations on tasks that
focus partly on resources at home (e.g., toys, digital toys, books, etc.) were discussed and
re-formulated.

4.2. Development of Training Programs

Knowledge: Lecturers and teachers in all partner countries welcomed training parts
revolving around background knowledge of education, life skills, and pedagogical or
psychological insights from educational science. It became evident that there is a great
interest to connect implementation in schools to theoretical knowledge about the topic as an
element of individual lifelong learning. Out of the already evaluated questionnaires, over 80
% of the participants rated this part as very valuable or valuable.
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Teaching methods and skills: As already evident in the development of the teaching and
learning material, the training parts on teaching methods or classroom skills were valued
but with a broader distribution. 60% of all participants regarded this element as very helpful
for themselves, 30% as helpful, and 10% were only rated as "satisfactory". Interpretations
of these results can be made in different directions. On the one hand, parts of the
practitioners are familiar with the presented cooperative, project-oriented, or task-based
teaching methods and practice them in their daily business; on the other hand, there might
be familiarity, but at the same time, a limitation in actual application to special events.
Because of the COVIDI19 situation, the training took place mainly online, making it more
difficult to work with micro-teaching settings or real-life methodical training elements. For
future training, this poses the biggest challenge in bringing the idea of high-quality
inclusive teaching practice to the ground.

Attitudes: In training sessions that addressed questions of accompanying learning processes
and assessing students' achievement, teachers' attitudes played an important role. Even
though personal development is integrated into most curricula in a child-oriented and cross-
curricular way, teachers feel the pressure to gather enough data for a summative assessment
of students' learning. It is an invisible pressure that lies on teachers pushing them into a
dilemma situation of installing an individual and child-oriented learning atmosphere and at
the same time asking for a concrete product at the end of each teaching session that can be
evaluated and graded. It became evident that it is also connected to students' participation,
feedback to students, and parents' feedback.

Reflection: A separate training part focussed on the planning and reflection of personal
development lessons. Working with different planning and reflection models prompted in-
depth discussions about the possible reflection level for teachers and students in personal
development lessons. The discussions showed high demand by lecturers and teachers to
focus more on this area of teaching practice. Some participants stated another need, mostly
teacher students: the need to integrate personal development modules already in teacher
pre-service training institutions and to focus not only on their future students but on their
own personal development as well. According to this group, the demand is very high,
leaving teacher pre-service training institutions in the light of theory-based training
institutions.

5. Conclusion

The Republic of Moldova, North-Macedonia, and Kosovo's development program is still

ongoing, aiming at broader dissemination in the coming years. The accompanying research

study gave concrete implications for all three countries' project teams on how to proceed.

Along these lines, the following assumptions were drawn and partly completed or started:

Development of teaching and learning materials:

- Competence-orientation in all manuals was reworked, tasks were re-formulated, and the
training program was focused on differentiating goal-orientation from competence-
orientation.

- Teaching methods were explained in the manuals, and a closer focus will be put on the
actual implementation of different inclusive teaching practices during the upcoming
training.

- Concrete examples enriched didactic hints for teachers by authors of the local context.

- Gender formulations were re-formulated to allow teachers to prepare themselves better
for leading discussions or encouraging critical thinking processes in this respect.
Instructions for sensitive handling of similar situations were given in the manuals.

- Tasks that rely too closely on an average socio-economic situation were taken out of the
manuals instead of tasks that do not explicitly refer to additional resources.
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Training program:

A didactic guide was produced alongside the training as an additional element for

participants focussing on theoretical background knowledge and didactic approaches to

personal development lessons.

- A clear focus will be put on teaching and reflection methods for teachers and student
teachers, including their own micro-teaching sequences in the upcoming training.

- Training in accompanying learning processes and assessment procedures will include
more prominent elements of professional identity, attitudes, subjective beliefs, and
student-orientation. A strong focus will be put on defining and analysing roles of
teachers in a changed teaching and learning culture.

- With pre-service teacher training institutions, implementation plans for integrating
personal development in existing modules as part of a professional and personal
reflection for teacher students will be made.

In the remaining three years of cooperation, the focus will be put on making the necessary

adaptations and implementing the program nationwide. This includes carrying on the in-

service training for teachers of grades 1 — 12 and bringing pre-service teacher training
institutions on board to implement the program in their modules on inclusive education and
personal development classes.
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