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I. Background 

The workshop was organized in conformity 
with an agreement between the International 
Bureau of Education (IBE), UNICEF/Kosovo 
and the Department of Education and 
Sciences, United Nations Mission in Kosovo 
(DOES/UNMIK), signed in October 2000. Its 
broad purpose was to acquaint the members 
of a recently established ‘core team on 
curriculum development’, affiliated to 
DOES, with the principles, approaches and 
methodologies necessary to build curricula 
and manage the curriculum development 
process.  

This team is tasked with elaborating, before the end of June 2001, a 
curriculum framework for schools in Kosovo, an action plan and a related 
teacher-training strategy. The members of the team, all with prior experience 
as schoolteachers, urgently needed specific competencies in the fields of 
curriculum planning, design and management, in order to successfully deal 
with this important task. 

The twelve members of the team were accompanied by the staff of 
UNICEF/Kosovo and DOES/UNMIK. 

 

II. Programme 

The programme was drafted in consultation between the IBE, UNICEF 
(Kosovo), and UNMIK, based on the current need for curriculum 
development in Kosovo and the specific competencies required of the team’s 
members. The programme and methodology of work were further discussed 
and adjusted following the exchange of views between the organizers and the 
team upon its arrival to Geneva. The members of the team expressed their 
particular interest in learning about the experiences of other countries, 
particularly ‘transition’ countries, with curriculum reform, thereby allowing 
them to adapt this experience to their specific requirements of educational 
development, and — in more general terms — to build their own vision of 
the future education system in Kosovo. 

The workshop’s agenda was composed of four main groups of activities: (i) a 
series of presentations by curriculum development specialists on trends, 
processes and international experiences in this field; (ii) working groups on 
the design of a curriculum framework and of an action plan in Kosovo; (iii) 
training in leadership skills for curriculum development; and (iv) visits to 
schools.  

A set of background materials (case studies, analytical and research reports, 
curriculum materials from various countries, etc.) was distributed to each 
participant. 
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III. Activities carried out during the workshop 

1. Opening session 

The Director of the IBE, Mrs C. Braslavsky, opened the workshop on Friday, 
1 December 2000. Following the presentation of participants, the Director of 
the IBE and Mr M. Amadio (Programme Specialist, IBE) presented the 
agenda, objectives and methods of work. Mr Fuderich (UNICEF Regional 
Office for Central and Eastern Europe, Geneva), while stressing the extreme 
importance of the workshop for re-building the education system in Kosovo, 
presented the five essential actions in education that UNICEF will focus on 
over the next ten years. He particularly pointed out that an efficient, modern 
curriculum framework would be a prerequisite for reforming teacher training, 
administration and other elements of the education system and would serve as 
a basis for the successful work of the respective groups of international 
experts in Kosovo. 

Mr M. Rosenmund, Head of the Research and Development Department of 
the Pestalozzianum, Zurich, Switzerland, presented an overview of the Swiss 
education system and educational development in this country over the last 
thirty years. He pointed out that education in Switzerland is the responsibility 
of the twenty-six cantons. However, there is a growing need for intercantonal 
co-operation and co-ordination, especially on curriculum matters in such 
areas as mathematics and languages. Therefore, there is ongoing tension in 
the Swiss system between what could be termed as ‘universalism’ and 
‘particularism’. The 1970s were characterized by a rapid growth of the 
student population and the expansion of the system. During the 1980s, efforts 
were mainly directed to the development of new curricula. Two initiatives 
particularly deserve mention: learning objectives and the establishment of 
school guidelines. The main features of the last decade appeared to be a 
differentiation of the system, the growing autonomy of schools and teachers 
on curriculum matters, and the renewed interest in comparing Swiss 
educational experiences and practices with those of other countries. 

 

2. Presentations 

Current trends in education and in the field of curriculum development 
(by Mrs C. Braslavsky, Director, IBE) 

At the beginning of the twenty-first century, a number of economic, social 
and cultural trends have become evident. They constitute important 
challenges for education, especially concerning its demand. Among these 
trends: (i) the changes in occupational profiles in the context of a world of 
work that is becoming increasingly heterogeneous, swiftly changing and 
increasingly globalized; (ii) the need to counteract deepening social 
inequalities and increasing marginalization and violence; (iii) the need to 
recognize that diversity of individuals and communities is a valuable 
resource; (iv) the need to educate individuals so that they are able to actively 
participate as citizens in the life of the democratic society; and (v) the 
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coexistence of advantages and disadvantages resulting from the impact of 
technical progress on the environment and the quality of life.  

Another set of trends (and related challenges) is observed ‘inside’ the 
education system, profoundly influencing its contexts and methods. These 
are: (i) the constantly increasing and evolving scientific and technological 
knowledge, which rapidly make educational content obsolete; (ii) the 
growing influence of cultural environments and participation of milieux 
outside the school; (iii) ever-wider use of the new information and 
communication technologies; (iv) the decline in the effectiveness of the 
teaching and school models developed in previous centuries; and (v) the need 
to promote self-management in educational institutions and to create a true 
learning environment. These trends call for a new scenario for education, 
effecting its structure, contents, methods and management. In fact, the 
contemporary education system — despite numerous attempts at reform and 
improvement — retains essential features of nineteenth century education and 
even earlier, no longer relevant to our times.  

Regarding the structures: instead of horizontal and vertical rigidity, the new 
scenario should ensure permanent mobility in all directions; preparation by 
stages, following the stages of individual lives; as well as differentiation 
promoting different identities, while reducing social inequalities. Concerning 
curricular content and methods: in the place of curricula strictly organized by 
levels and specializations, a new model, oriented to the levels of knowledge 
and competencies attained by students, ought to be introduced. In delivering 
the contents, the ‘integrated’ and ‘differentiated’ elements (by subjects, 
workshops, projects, etc.) should be applied throughout all levels and stages 
of learning. A simple transmission of knowledge should be replaced by a 
‘construction’ of capacities, coupled with the ability to contextualize 
knowledge. The evaluation patterns ought to be changed accordingly. 

Regarding management: instead of strict, top-down control, institutional 
capacities and networks among schools, teacher education institutions and 
universities should be developed. New patterns of co-operation of schools 
with families, communities and other actors in the society need to be 
explored. 

 

Learning objectives and new assessment tools in Geneva’s primary schools 
(by Mrs G. Pugin and Mr G. Roulet, Department of Public Education, Canton 
of Geneva, Switzerland) 

The primary education system in the Canton of Geneva has recently entered a 
period of renovation affecting the contents, pedagogical methods and the 
organization of the teaching/learning process. In general terms, it aims to 
develop in pupils — in parallel to creating solid knowledge bases for further 
learning — a set of competencies such as the ability to: analyse and make 
conclusions, formulate questions based on observations, and independently 
find answers to them. The teaching/learning process is becoming more 
‘individually based’ and diversified in order to better take into account each 
pupil’s specific pace and style of learning. The greater participation of 
learners in the process is emphasized. The teaching/learning process is no 
longer rigidly divided into traditional school years but organized in a more 
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flexible way by learning cycles: elementary (children from 4- to 8-years old, 
including two years of non-compulsory, pre-primary education) and middle 
(8- to 12-years old). The ultimate goal of the renovation is to facilitate the 
development of the child’s personality and creativity. 

The teaching/learning process is centred on objectives in accordance with the 
Learning objectives for the Geneva primary school, an official document 
issued by the Department of Public Education, which serves as a guide for 
teachers and the school administration. It attempts to integrate teaching, 
learning and evaluation, which should represent a conceptual unity. The 
learning objectives are presented in terms of: (i) the key/main objective for 
each discipline, presenting essential competencies to be developed by the 
school; each key objective is further described by a number of more concrete 
objectives; (ii) attainments expected at the end of each cycle; and (iii) 
obligatory study plans for each discipline conceived as a tool for organizing 
the contents of learning. 

For example, the concrete objectives for environmental studies (history, 
geography and natural sciences), one of the five subject areas forming the 
primary education curriculum, include: discovering the unity and diversity of 
living species; discovering natural phenomena; initiation to the creative 
activities of research work; and developing the ability to discuss and judge 
objectively. Throughout the learning process, the pupils are taught to: search, 
analyse and systematize information; generate and verify hypotheses based 
on observation and experimentation; and suggest possible solutions to the 
problems they identify. The pupils are led to progressively improve their 
understanding by comparing the new knowledge with their own previous 
perceptions of the same objects. 

The new models for organizing the learning process require considerable 
changes in the teachers’ competencies, attitudes and practices. Teachers 
enjoy greater autonomy but at the same time are exposed to greater 
accountability. With individual, group and whole class activities, teachers 
should be particularly attentive to the pupils’ differences and to their 
questions while helping to identify problems and search for solutions. The 
new pedagogical approach emphasizes the collective responsibility of all 
teachers of the cycle dealing with the same pupils, as well as permanent co-
operation with the parents. The interaction between the school and the 
families is carried out by means of report books sent home with the pupil, an 
official document that also serves as the formative evaluation of the pupil’s 
progress. 

 

Curriculum development processes: the range, criteria and alternatives for 
decision-making 
(by Mr M. Rosenmund, Pestalozzianum, Zurich, Switzerland) 

This presentation was mainly based on the outcomes of a research project 
‘From curriculum planning to the organization of learning’ carried out 
between 1994–1998 in several Swiss cantons. One important issue of 
curriculum development addressed in this research concerns the respective 
roles and interplay of different actors in relation to the different types of 
curricula. The curriculum-making process is carried out at three levels: (i) the 
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policy level, which includes a general discussion in society about the 
objectives and contents of education, the performance of schools, formulation 
of opinions of various societal groups, and parliamentary debates and 
decisions; (ii) the programmatic level, which involves educational authorities 
(departments, universities, councils, etc.) and related institutes — this level 
includes curriculum production (commissions, working groups) and 
curriculum transmission (pedagogical task forces, implementation and 
evaluation groups, teacher training); and (iii) the practical/implementation 
level in schools, involving concrete instruction by teachers. Three types of 
curricula were examined: (i) the core curriculum, a brief document 
containing guiding principles, the range of subjects and general objectives; 
(ii) the school curriculum, general didactics and tasks; and (iii) syllabi for 
each subject or subject area, containing specific guidelines and didactics, 
tasks for the subject, objectives per term/semester and reference to teaching 
materials.  

Recent educational trends accentuate the need for greater participation of 
various interest groups in the curriculum development process, as well as 
highlight the key role of teachers. The traditional belief that curriculum 
should be developed at the state level and transmitted to schools for 
implementation is being increasingly replaced by the idea that the most 
effective curriculum is produced by the schools (teams of teachers) 
themselves. Therefore, each school should have its own curriculum, based on 
a state core curriculum. After synthesis of the outcomes of public debates and 
receipt of professionally elaborated directives, the core curriculum could be 
prepared by a specialized curriculum institute. A model recommended by the 
research team suggests that subject syllabi should be developed by 
professionals at the state level. Such a policy, while responding to the general 
trend towards increasing school autonomy, requires adequate professional 
competencies on the part of teachers in curriculum development matters. In 
addition to better professional preparation for curriculum-making, the 
teachers will need the support of external advisors.  

Conflicts are inevitable in the curriculum development process, even at the 
school level when preparing a school curriculum. A typology of conflicts 
described by the research team identified, among others, ‘conflicts of choice’ 
(what seems necessary and feasible for teaching), ‘conflicts of 
recombination’ (construction, sequence, time-spans, importance of particular 
elements of knowledge, etc.), and ‘conflicts of position’ (resulting from the 
difference of views and interests of the various actors involved). Methods of 
how to deal with these types of conflicts were suggested. 

 

Experiences in the field of curriculum development: Slovenia 
(by Mr Darko Strajn, Educational Research Institute, University of Ljubljana, 
Slovenia) 

Any modern school reform is a story of an enormous collective effort, a story 
of ups and downs, of social and political conflicts, of many mistakes and 
relative successes. The end of a reform period often leads to further efforts of 
adaptation to the new requirements constantly arising from developments in 
society, in the global context or in the school system itself.  
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The current educational reform in Slovenia was launched at the beginning of 
the 1990s in the context of a fundamental change in its political system —
transformation into a representative democracy and the creation of an 
independent state. An impressive body of ideas concerning change to the 
education system had been accumulated since 1987/88 through public 
debates; they concerned issues such as democracy, human and civic rights, 
new patterns of economic development, Slovenia and Europe, and many 
others. The reform was also preceded by a truly innovative teachers’ 
movement that developed in parallel to the democratic processes in society in 
the second half of the 1980s. Another factor deserves mention: the previous 
reform of 1981 had taught educators how damaging an abrupt change of the 
education system could be. Therefore an incremental approach was necessary 
for the transformation of the whole system, while some innovations had to be 
quickly introduced to respond to the new situation. Bearing all this in mind, 
the Ministry of Education and Sport proceeded with relatively small changes 
to the existing system, while preparing simultaneously its global renewal. 

The comprehensive school reform plan provided for three stages: (i) changes 
in educational legislation; (ii) curriculum reform; and (iii) implementation 
and evaluation. A crucial factor for the beginning and the success of the 
reform was achieving consensus among the main actors — not an easily 
attainable goal. This goal was broadly achieved by relying on the concept of 
social partnership. The ministry conducted a series of consultations and 
meetings with teachers, school principles and other actors in order to collect 
their opinions and, more specifically, to involve and motivate teachers. The 
White paper on education in the Republic of Slovenia, published in 1995, 
presented a summary of the consultations and analytical studies, a 
comparative review of the situation in Slovenia and in other countries of 
Central and Western Europe, as well as proposals and alternatives for 
educational reform. The publication of the White paper just before the 
submission of a package of laws to the parliament facilitated the 
parliamentary debates. The approved set of laws included the Organization 
and financing act and a series of acts dealing specifically with pre-school 
institutions, primary schools, grammar schools, vocational and professional 
education and adult education. In the process of preparing the new legislation 
there were some controversies; the strongest debates concerned the teaching 
of religion in public schools. In this case, a compromise was found by 
introducing a non-compulsory subject on ‘religions and ethics’.  

The curriculum reform began with the establishment of the National 
Curriculum Council (NCC), a special temporary body of educational experts. 
The NCC, through its curricular commissions, co-ordinated the work of 
subject and programme commissions supported by special study groups made 
up of teachers. Altogether, more than 10,000 teachers were involved in the 
work of the NCC. An impressive amount of brain-storming, as well as a 
series of meetings with educators from European countries and visits by 
Slovenian educators to schools and curriculum centres abroad proved to be 
very beneficial for the success of the reform. The NCC prepared a draft 
containing the main premises and principles of the reform. They provided 
for: an increase of the autonomy and professional accountability of teachers; 
better linkages between different disciplines; active participation of pupils in 
the teaching/learning process; preparation of young people for a better quality 
of life, for a vocation and lifelong learning; reinforcement of the socially 
integrative role of the school, etc. While members of the NCC were able to 
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agree on the main principles of the reform, important differences were 
expressed on the structure of the curricula, the role of religion, ‘conservative’ 
versus ‘liberal’ teaching approaches and on multicultural issues.  

Beginning with the 1999/2000 school year, the educational reform entered 
the implementation phase in a select number of schools, and evaluation 
procedures were put in place. Only after a thorough evaluation of the 
preliminary results (and the introduction of necessary improvements) will the 
reform be expanded to the whole of the education system.  

 

Experiences in the field of curriculum development: Argentina 
(by Mrs C. Braslavsky, Director, IBE) 

Since the restoration of democracy in 1984, a three-stage process of 
curriculum transformation was initiated in Argentina. First, during the federal 
transfer stage, significant improvements were introduced in the contents, 
teaching methods and school organization at the provincial level, in parallel 
with the transfer of the entire responsibility for elementary and secondary 
education from the federal to the provincial authorities. However, an 
unexpected negative effect — a greater segmentation of the country’s 
education system — resulted in a decline of its contribution to national unity. 
To remedy the situation, the Federal Education Law (1993), which 
established a new structure for the Argentine education system, made the 
Federal Council for Culture and Education responsible for setting up the 
curriculum guidelines and Common Basic Contents (CBC) for the whole 
country. 

The adoption of the law led to the second stage of curriculum transformation, 
the federal consensus stage. This stage started with the discussion and 
approval of the criteria and work methods for the selection and organization 
of the CBC. The following assumptions were agreed: (i) the selected contents 
should promote training in competencies; (ii) for contents to contribute to the 
development of competencies, it is necessary to redefine the very concept of 
contents; and (iii) teachers, pupils and knowledge are three equally central 
elements in the teaching and learning process that interact dynamically. 

Eight criteria were approved: (i) the CBC should contribute to enhancing the 
quality of life of the population; (ii) the CBC should be open-ended in 
various ways (e.g. to be applicable in diverse situations, serve as a tool for 
resolving problems, etc.); (iii) a selection for the CBC should be based on 
educational potential rather than trying to encompass everything; (iv) the 
CBC should promote links between theory and practice, concepts and 
applications and integrate inclusive classroom activities; (v) the CBC will be 
organized according to some kind of internal ranking depending on the 
relative importance of various contents; (vi) the CBC should be updated from 
the standpoint of ‘constructing new knowledge’ rather than by including 
enormous amounts of new information; (vii) the CBC should be articulated 
both vertically (in accordance with different stages/years of learning) and 
horizontally (among different subject areas); and (viii) the CBC should be 
written in a clear and simple language to serve as a set of guidelines, not only 
for teachers and educational authorities but also for parents, pupils and the 
general public. 
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The working methodology used to achieve the CBC for Argentina considered 
four challenges: (i) to break with the system’s ‘endogamy’, that is with the 
tendency to restrict the matters related to the organization of the education 
system to its members with no interchange or feedback from the other actors 
of society; (ii) to guarantee conceptual, political and ideological pluralism; 
(iii) to ensure the genuine participation of all those involved in school life 
through, for example, innovative experiences and ‘good teaching practices’; 
and (iv) to provide a ground for the CBC to be subsequently specified at the 
levels of provinces and educational institutions. 

The CBC drafting process passed through three circuits: technical/functional 
within the Ministry of Culture and Education; federal (dissemination and 
discussion of materials in the provinces); and national (critical feedback on 
the draft documents on the part of universities, teachers’ organizations, 
private educational bodies, etc.). Curriculum materials, opinions and 
proposals from various sources (such as provinces, non-governmental 
organizations, industry, specialists from various disciplines, as well as 
documents from other countries) were widely used in the process. Over 2,000 
individuals were actively involved, including teachers, politicians, 
businessmen, representatives of religious groups, etc. 

The third stage of curriculum transformation, provincial and institutional 
curriculum development, was launched once the CBC had been approved for 
each level of education and each subject area. It took the form of periodic 
working sessions throughout the country organized by the Ministry of 
Culture and Education, and technical assistance on the part of the ministry to 
the teams of specialists responsible for drawing up the ‘compatible curricula’ 
in the provinces and formulating ‘school education projects’. The new 
provincial and institutional curriculum materials, while following basic 
assumptions and criteria as laid down in the federal documents, are 
characterized by important improvements: the contents were further 
modernized and more heterogeneously presented; pedagogical and attitudinal 
elements were systematically incorporated and better articulated with the 
content of disciplines; and, generally, the curriculum materials were clearly 
systematized and written in more accessible language. 

The process of curricular transformation that has been going on for over a 
decade was inspired by a unanimously recognized urgency to reverse the 
trend of impoverishing education, and thereby promote personal, economic 
and social development. However, it was confronted with numerous 
difficulties and tensions of a political, conceptual and administrative nature. 
There have been, for example, a lot of discussions on the theoretical 
(philosophical, sociological, psychological, epistemological, didactic) bases, 
the profile of the school leavers, the way to respond to the different contexts, 
the selection and organization of contents, etc. Much discussion revolved 
around the division of responsibilities between the federal and provincial 
authorities and the margin of freedom to be left to educational institutions. To 
achieve consensus among the authorities at different levels and other actors 
was not an easy task.  

The curricular transformation process made it evident that there is a need for 
a variety of professional competencies that few specialists possess: multiple 
skills; boldness to face challenges and conflicts; multicultural openness; 
ability to transform experiences and research results from other countries and 
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contexts into appropriately contextualized decisions; perception of need and 
accuracy both in calculating the costs of pedagogical and organizational 
propositions and in evaluating their impact on the daily life of educational 
communities; willingness and skill to negotiate; ability to work in 
multidisciplinary teams, etc. A solid ground for curricular transformation has 
been laid down. It will take, however, many years of practical application of 
the reform to the daily life of educational institutions — and probably several 
further adjustments — before a clear judgement about the success of this 
nation-wide effort could be pronounced. 

 

Teaching and learning processes in key areas of the curriculum 
(by Mr N. Ryser, Department of Training and Youth, Canton of Vaud, 
Switzerland) 

The curriculum reform in the Canton of Vaud has been implemented during 
four years. The related basic documents include a declaration about the 
fundamental goals of education (promoting human rights, development of the 
personality, etc.), the specific goals of the school (contribution to the 
construction of knowledge and the development of social competencies), 
fundamental learning objectives, syllabi for each discipline, etc. The whole 
teaching/learning process, as well as the evaluation of the pupils’ progress, is 
reoriented towards attaining the learning objectives, which is also an 
indispensable condition for transferring a pupil to the next year/level of 
schooling. For each pupil there is an evaluation dossier that includes, among 
other information, their test results. The most serious difficulties encountered 
in the process of the preparation and implementation of the reform were 
linked precisely to achieving ‘an acceptance’ on the part of the main partners 
involved (particularly parents) of learning objectives and the respective 
methods of evaluating the pupils’ progress. However, due to intensive 
consultations with various actors, a series of seminars with the teachers and 
the flexible way in which the curriculum reform has been implemented, a 
satisfactory degree of consensus in the society was achieved. 

 

3. Working groups on the design of a curriculum framework and an 
action plan 
(under the guidance of Mr H. Labate, Curriculum Development Programme, 
Ministry of Education, Argentina) 

The work of the core team, from the very beginning, was oriented towards a 
concrete task to be achieved by the end of this workshop: to collectively 
prepare a tentative curriculum framework and a related action plan. Both 
documents were not considered final products, but rather as an outcome of 
the training exercise, a working hypothesis to be further developed and 
completed by the team in Kosovo. The task was therefore mainly 
educational: drawing upon their previous experience as school teachers, the 
focus was to help them assimilate the methodology and develop the skills 
required for accomplishing their mission as a curriculum development team. 

The participants were organized in small sub-groups of three or four persons, 
working in parallel on the same set of questions, with due interaction between 
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them and subsequent group discussions of their outcomes. A connection with 
other elements of the programme was ensured: thus, part of the work was 
devoted to reflecting on the presentations made by specialists, preparing for 
school visits and summarizing their subsequent observations. One of the 
methods used consisted in comparing the participants’ perceptions of 
curriculum development needs of Kosovo with the experiences of other 
countries (Brazil, India, Norway, Malta, Palestine, and the Swiss cantons of 
Geneva, Vaud and Neuchâtel) presented in the form of the respective 
curriculum frameworks, as well as with various models proposed by the 
discussion leader. 

The following issues were discussed in extenso: 
(i) the present-day situation in schools, as well 
as the needs, expectations and priorities 
involved in the reform of education in Kosovo; 
(ii) the formulation of a shared vision of a 
‘good’ school and education system in the 
territory; (iii) the main problems to be addressed 
in the curriculum reform; and (iv) the planning 
process for curriculum development, including 
the roles and responsibilities of decision-makers 
and various actors, and the management of 
resources and time. 

Due to the time constrains, the team mainly concentrated on general 
conditions and structure of the curriculum framework. The team members 
evidently need additional, more thorough training (collectively and 
individually) in planning skills, including the planning of the education 
system as a whole, in general pedagogical issues (approaches, 
teaching/leaning methods, etc.) as well as on methodologies for curriculum 
development in specific subject/content areas. As regards the latter, the team 
— in order to successfully perform its duties — needs to include specialists 
in economics, technologies, arts, physical education and health, minority and 
foreign languages (presently, these areas are lacking in the team). The further 
training programme should also include aspects specific to secondary 
education curricula (as the core team will eventually prepare curriculum 
guidelines for this level of education), as well as elements concerning 
multiethnic, multicultural education. 

 

4. Training in leadership competencies for curriculum development 
(under the guidance of Mrs L. Jabif, Advisor, Curriculum design for the 
training of trainees, Sweden) 

The goals of this part of the workshop included: (i) to reflect on the role and 
features (personal, professional) of the education leader; (ii) to develop the 
skills necessary to lead educational processes; and (iii) to describe methods 
for organizing teamwork and to develop the related communication skills. 
Particular attention was afforded to: the organization of the curriculum 
development process, especially in a multicultural context; communication 
with different categories of actors involved in curriculum development; and 
the means for the efficient use of resources and time. A variety of training 
methods (games, case studies, simulations, problem-solving exercises, etc.) 
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were used. The participants worked individually or in small groups 
depending on the specific task. They jointly defined the main features of a 
‘good’ education leader (ability to organize people, to interact with teachers, 
pupils, community members, etc.). They discussed the values (co-operation, 
honesty, tolerance, responsibility, respect for others, humanism) and 
behaviours (the ability to reach consensus and co-operate, to maintain group 
coherence, to respect the diversity of opinions, to be open to new ideas, etc.) 
required of a leader.  

The members of the team were taught to apply different communication 
models in the process of curriculum development. The four styles of 
leadership according to the Situational leadership model were presented and 
discussed. Participants learned how to use the SWOT analysis tool (strengths, 
weaknesses, opportunities and threats) in different situations of the 
curriculum development process and how to better assign roles and 
responsibilities within the team. The Team management’s systems tool 
analysis was presented. This tool increases knowledge in four key areas: 
relationship with others, gathering and using information, making decisions, 
and organizing oneself and others. Participants analysed different stages of 
team development and discussed methods of organizing effective meetings 
(planning, preparation, implementation). 

 

5. Visits to Libellules school, Vernier, Canton of Geneva 

The participants made two half-day visits to this school. They attended 
classes and had discussions with the teachers of the elementary, middle and 
specialized divisions, as well as with the school administrators. The visits 
were connected with the activities of the working groups on the curriculum 
framework and action plan. The visits were co-ordinated by Mr H. Labate, 
who was responsible for this part of the workshop. 

6. Information and documentation resources, use of new technologies 

One session was devoted to documentation and practical training in the 
utilization of computer technologies for searching educational information. 
Members of the IBE staff demonstrated the potential of Internet (search 
engines, etc.) for access to various information resources. The IBE databanks 
were also presented. 

 

IV. Closing session 

At the closing session the outcomes of the workshop, including the drafts of 
the curriculum framework and the action plan, were presented and 
commented on by the members of the Kosovo team and specialists who 
contributed to this event. While appreciating the work accomplished by the 
team, the experts and the Director of the IBE suggested that in the process of 
further work on the curriculum and action plan a better connection between 
teaching and the development of skills, as well as a more coherent linkage 
among values, curricular content and the notion of competence should be 
established. The team’s attention was also drawn to the need for clearly 
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determining the priorities/hierarchy of action. An operational plan could be 
elaborated for this purpose to complement the action plan. The importance of 
not only ‘winning over’ teachers to espouse the cause of the curriculum 
reform, but also preparing them for its actual implementation was stressed 
once again. The teachers should have sufficient time — and receive the 
necessary support and training — in order to be able to enthusiastically and 
competently undertake this mission. It might be useful to select one or several 
pilot schools in Kosovo to serve as centres of excellence in testing the new 
programmes and preparing teachers from other schools. 

As for the immediate steps, an opinion was expressed and widely shared that 
— in tangent with finalizing the curriculum framework and the action plan — 
public awareness should be generated through the media and through various 
kinds of contacts with educators, politicians, other groups of interest and the 
general public. However, the initiators of the curriculum reform should not 
wait until all of the consultations are carried out, all partners are sufficiently 
‘sensibilized’ and material resources and infrastructure prepared before 
proceeding to the next stages. In reality, the four essential phases of 
curriculum work (diagnosis, planning, implementation and evaluation) tend 
to overlap. A good deal of things can be done quickly under the present 
conditions, despite the difficulties on the ground. As far as the composition of 
the curriculum development team is concerned, it could be expanded to 
include representatives of the minority groups in Kosovo and those with 
experience in subject areas currently lacking on the team. 

The participants from Kosovo expressed 
their satisfaction with the results and 
utility of the workshop, and wish to 
continue benefiting from the IBE’s 
support for their further training and, 
generally, in conducting the curriculum 
development process in Kosovo. 

 
 

 


