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W

hat are the expert group m
eetings?

Since June 2003, three groups of experts, including officials from
 the Departm

ents of Education in
both France and England, have been m

eeting on a regular basis to discuss three them
es related to

education policy areas of joint interest:
�

Behaviour and discipline in schools, La prévention de la violence en m
ilieu scolaire;

�
Literacy strategies, La prévention de l’illettrism

e;
�

14-19 year-olds and vocational education, Les 14-19 ans dans le m
ilieu scolaire.

Follow
ing the first m

eeting, w
hich w

as dedicated to the presentation of the educational policies
and initiatives of both countries, the groups of experts have focused their discussions on specific
com

parisons of their respective system
s, in particular:

�
the “Behaviour and discipline in schools” group on the role of parents, teacher training, and
referral classes;

�
the “Literacy strategies” group on the role of evaluation, and the place of spoken language at
school;

�
the “14-19 year-olds and vocational education“ group on the structure of vocational teaching,
guidance for vocational routes, and the role of the “key players”.

The expert groups have m
et three tim

es each, and at every reunion there w
as an opportunity to visit

the schools of the other country to see the subject of their discussions at first hand.

>
W

hat is the purpose of the m
eetings?

Both countries have developed system
s to attem

pt to address the educational issues that exist both
nationally and internationally, and, naturally, each country has a strong interest in com

paring its ow
n

responses to the ones found by its partner. These m
eetings are an opportunity for French and English

experts to exchange their opinions and present the w
ay things are done in their respective countries.

M
ore broadly, they allow

 for the com
parison of educational policies and strategies.

>
W

hy choose particular them
es?

The three them
es w

ere chosen as they are all related to real issues currently affecting education:
�

behaviour and discipline because all European countries are encountering problem
s w

ith this,
and it is the cause of m

uch discontinued learning;
�

literacy because it is a shared concern. In 1998, a com
prehensive literacy program

m
e w

as
introduced in England, aim

ed at im
proving teaching in the classroom

 and raising standards of
pupil achievem

ent. In 2002, France introduced a schem
e to prevent illiteracy, w

ith a special focus
on the first year of prim

ary school;
�

14-19 year olds and vocational education because m
ainstream

ing vocational education and
teaching, m

odernising training and opening new
 routes in schools, is a topical area of activity in

England, particularly follow
ing the Tom

linson Report, and in France.
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W

hy this exchange of view
s?

Follow
ing on from

 the expert group m
eetings, w

e felt that it w
ould be of interest to ask the experts in

each field to share their reflections and / or suggestions regarding the educational practices and
strategies of both countries. This “crossing of view

points” or regards croisés
should allow

 the details
of each system

 to be highlighted and could, eventually, bring the English and French educational
policies closer together in an even m

ore fruitful collaboration.

Expert group contributors to the brochure

�
Behaviour and discipline in schools:
Claude Bisson-Vaivre, Deputy Director, Regulations and School Organisation Policy, French Schools
Directorate, M

inistry of N
ational Education, Higher Education and Research (M

EN
ESR)

N
adine N

eulat,Head of the Office for Pupils' Health, Social Care and W
elfare,French Schools

Directorate, M
inistry of N

ational Education, Higher Education and Research (M
EN

ESR)
H

elen W
illiam

s,Director, Prim
ary Education and e-learning, Departm

ent for Education and Skills
(DfES)

�
Literacy strategies:
Viviane B

ouysse,Head of the Office for Prim
ary Schools,French Schools Directorate, M

inistry of
N

ational Education, Higher Education and Research (M
EN

ESR)
Stephen A

nw
yll,Senior Director (Literacy), Prim

ary N
ational Strategy, DfES

�
14-19 year olds and vocational education:
M

aryannick M
alicot,Head of the Office for Initial Vocational Education, Apprenticeship and

Integration,French Schools Directorate, M
inistry of N

ational Education, Higher Education and
Research (M

EN
ESR)

Celia Johnson,Divisional M
anager, School and College Qualifications, Departm

ent for Education
and Skills
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➔
W

hat do you think are the m
ost 

noticeable aspects of the English system
 

in the field of discipline?
C. B

-V. :Prevention of violence occurs at a very
early stage in England. Up until now

, w
e have

probably designed our [discipline] actions in a
generally structural w

ay as a response to situations
or facts. This is w

hy the English exam
ple is very

interesting to study.

N
. N

. :Yes, the English have a m
ore behavioural

approach than w
e do. They w

ork a great deal on
early prevention. They try to develop self-esteem
and respect for others at a very early age, and
they offer concrete program

m
es for this purpose.

W
e

w
ould also like to w

ork like they do in the
area of parental support. It is very advanced in
their country and w

e are only taking the first
steps in France.

C. B
-V. :The English have established m

odules to
support parenthood. The aim

 is to m
ake parents

w
ork w

ith the school, w
hich gives support to the

parents and provides them
 w

ith indicators at a
very early stage in the schooling of their child, or
even at the pre-school stage.

N
. N

. :
They have program

m
es that are for all

parents, and program
m

es tailored to specific
groups.

➔
A

re there sim
ilarities betw

een 
the French and English approaches?
C. B-V. :The schem

es that have been created in
England are sim

ilar to ours. Their BEST (Behaviour
and Educational Support Team

s) and their PRUs
(Pupil Referral Units) are sim

ilar to our RASED
1and

our referral units.

➔
W

hat could w
e borrow

 from
 

the English experience on the field?
N

. N
. :Prevention of violence is organised on a

very local level that is closely related to the local
environm

ent.
There is a w

hole system
 for exchanging inform

ation,
betw

een educational partners, on children in a
difficult situation, young parents and social fragility.
There is a real synergy betw

een all the players.
The social services are integrated into the schools.
It is truly pragm

atic. In England, resources have to
be im

m
ediately available to the professionals w

ho
are in daily contact w

ith children.

➔
D

on't the English actually have 
a m

ore positive approach than 
the French?
N

. N
. :It w

ould be hard to say that this approach
is m

ore or less positive; it is just different. This
can be readily perceived in the vocabulary that is
used. They do not use the w

ord violence
but the

term
 “im

proving behaviour”. In the sam
e w

ay,
they do not talk about lutte contre l’absentéism

e
(fight against truancy) but “attendance”, and
they talk about “continued-learning strategies”
instead of décrochage scolaire

(discontinued
learning), and “literacy strategies” instead of
prévention 

de 
l’illettrism

e
(prevention 

of
illiteracy)…
W

hat can be done to turn schools into schools of
w

ell-being? How
 can children be helped to develop

them
selves? This is w

hat the English are concerned
by. In France, w

e are m
ore defensive and

constantly concerned by prevention. In addition,
the English encourage pupils to develop a fee-
ling of belonging to the school com

m
unity.
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The point of view

 of tw
o French experts on the English approach

Claude Bisson-Vaivre,
Deputy Director, Regulations and School Organisation Policy, French Schools

Directorate, M
inistry of N

ational Education, Higher Education and Research (M
EN

ESR)
N

adine N
eulat,

Head of the Office for Pupils' Health, Social Care and W
elfare, French Schools

Directorate, M
EN

ESR
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➔
H

ow
 could the English be inspired 

by our system
?

C. B
-V. :B

y borrow
ing our indicators on acts of

violence in schools; for exam
ple, by adopting

softw
are such as SIG

N
A

 that records m
ore

serious incidents. Further, the English do not
have training for social w

orkers, for specialised
educators, and seem

 to be interested by w
hat

w
e are doing in this field.

➔
A

nd w
hat could w

e borrow
 from

 their
training system

?
C. B-V. :Training of English teachers includes a
course on “the psychology of adolescents” that
seem

s to be fruitful. This course focuses on the
m

anagem
ent of behaviours, the anticipation of

crises, the detection of w
arning signals, and how

to deal w
ith truancy.

➔
W

hat could be the nature of a future
partnership?
N

. N
. :The English w

ould like us to have discussions
on the training of teachers and heads teachers on
im

proving attendance, detecting problem
s and the

resources needed. Indeed, these m
eetings could

be fruitful because these them
es are very m

uch in
line w

ith w
hat w

e experience.

1. Le RASED
(Réseau d'Aides Spécialisées aux Elèves en Difficulté

- N
etw

ork of specialised aids for children w
ith difficulties) is a

schem
e of specialised aid to help prevent difficulties for education providers on the one hand, and to find solutions w

hen difficulties

continue. Le RASED includes a school psychologist, an E m
aster (in charge of tutoring in prim

ary school), a G m
aster (re-educator)

and a social support unit.

Exchanging View
s



➔
Do you have the feeling that France

and England have a different approach
regarding the prevention of violence 
in schools?
First of all, I m

ust say that w
e are aw

are, w
hen

w
e exchange points of view

 on our respective
strategies regarding the prevention of violence,
that our French colleagues have in m

ind w
hat w

e
w

ould call “behaviour”. Therefore I w
ill talk about

w
hat the French call violence

and the w
hole range

of anti-social behaviours that include disruptive
behaviour, bullying and physical violence.

➔
W

hat do you consider to be the m
ost

notable aspects of the French strategy 
in the field of prevention of violence?
The French have collected an im

pressive quantity
of data on the different types of acts of violence,
even if their reliability can som

etim
es be debatable.

Too often in the past, the schools have denied the
problem

 because they w
ere concerned by the

im
age parents and other partners had of them

.
Today, the fact that parents take part in the
debate is a strong point in the French approach.
Also, it is adm

itted that the schools cannot solve
it on their ow

n, that they m
ust w

ork in partnership
w

ith the com
m

unity that they serve, and this
conviction seem

s w
ell established in France. I

think, for exam
ple, about the integration of social

and educational services that has been greatly
developed.
In France, they also recognise that teaching 
non-violence to children m

ust start at a very early
stage to be effective. Conflict resolution training
and involving children in m

ediation w
ith their

classm
ates are im

portant elem
ents of the French

schem
e.

It is, indeed, essential to know
 how

 to deal
w

ith situations of violence, in addition to
prevention.

➔
H

ave you perceived specific French
schem

es that you do not have?
W

e
appreciated our visits to referral classes and

referral w
orkshops in the Calais region, and w

e
w

ere im
pressed by the devotion the teachers had

for pupils w
ho w

ould otherw
ise have been

excluded from
 school. It is clearly adm

itted that
punishm

ent is not a solution and that children at
risk of violent behaviour need extra help and
support. An interesting feature of the schem

e is
the focus that has been placed on the vocational
integration 

of 
these 

pupils; 
thus, 

they 
can

understand 
better 

w
hat 

the 
purpose 

of
secondary schooling is.
On the other hand, research in the “sciences of
education” to try to lim

it violence in France is
parallel to w

hat w
e call assessm

ent in England.
W

e w
ere interested to see how

 activity in the field
included an elem

ent of research that helps to
m

easure their efficacy.

➔
Do you perceive analogies betw

een the
French and the English strategies to prevent
violence?
Both countries acknow

ledge that there is no single
solution to the problem

 of violence. Setting up a
clim

ate of non-violence w
ithin a school isa com

plex
process that requires a w

hole set of differentiated
approaches and strategies. Also, the response to
violence w

hen it occurs is m
ore effective w

hen the
response treats the causes of violence and not
only the sym

ptom
. These tw

o principles are in the
French strategy to prevent violence in schools.
Our tw

o countries also acknow
ledge that it is

im
portant to introduce support for professionals

w
ho w

ork on behavioural im
provem

ent, given the
grow

ing num
ber of such professionals. Creating

gatew
ays betw

een those w
ho w

ork in the field
and researchers in educational science is a w

ay
both 

countries 
have 

to 
reach 

this 
objective.
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The point of view

 of an English expert on the French approach
H

elen W
illiam

s,Director Prim
ary Education and e-learning, Departm

ent for Education and Skills
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s



Exchanging View
s

Educational sciences w
ill be able to provide

solutions to the problem
s that are expressed by

the staff in the schools. In England, it w
ill be

m
ade possible by training the experts in charge

of supervising the grow
ing num

ber of professionals
in the field. Our experience of the French system
has show

n us that the training given to specialists
to m

anage the prevention of violence is an
indispensable elem

ent in any national strategy.

➔
H

ow
 could the French be inspired 

by the English schem
es in the field 

of the prevention of violence?
In England, w

e have started to w
ork on designing

a national schem
e for school staff training. W

e
conceive that a training of this sort should be
available for all staff in schools, teachers and 
non-teachers, so that pupils can feel the united
stand of all the adults w

ho set an exam
ple and

im
plem

ent a clim
ate of non-violence in the

school. This strategy has the specific feature that
it focuses on a com

prehensive process: it includes
all of the school, both the teaching and the 
non-teaching staff, to help the pupils reach the
required level.

➔
Can you explain this national training

schem
e in m

ore detail?
W

e
advise our schools on the m

eans by w
hich

to achieve a consistent approach to conflict
m

anagem
ent. Program

m
es have been designed

for 
Secondary 

and 
Prim

ary 
schools, 

and
schools 

that 
experience 

the 
m

ore 
acute

situations.
To prevent violence, the schools

need diverse m
ethods in order to choose the

ones that are the m
ost appropriate to their

needs. This involves alternative program
m

es
that are focused on lim

iting the num
ber of

exclusions from
 school and developing coope-

ration w
ith the m

any partners outside the

school. Training starts w
ith teacher trainees

and is expanded to the experienced staff,
rolling out the required actions to all the staff
of the school.

O
ur 

m
ost 

recent 
innovations 

are 
three

com
plem

entary program
m

es that are in addition
to the national strategy:
�

to m
ake efforts to enable everyone to reach

the 
required 

national 
level, 

and 
offer 

life-long learning to a grow
ing num

ber of
professionals w

ho w
ork in the field of the

prevention of violence;
�

to look m
ore closely, specifically at the

program
m

es on the prevention of violence, 
at 

w
hat 

w
orks 

in 
school 

to 
create 

a 
clim

ate of convivencia
(living together - a

Spanish w
ord that is used here and all over

Europe);
�

to set up a cam
paign against violent behaviour,

so as to prom
ote adapted responses, having

show
n their w

orth.

D
o you have other schem

es that could give
the French food for thought?
The draft law

 on childhood in England is an exam
ple

of a recent legislation that helps to coordinate all
the schem

es, both inside and outside the school, by
placing at its centre the needs of the children. It
fom

ents coordination of services for children at a
local level, and provides for the nam

ing of a m
entor

for each child w
ho is at risk.

Also, the help that is brought to children w
ho are at

risk of school exclusion because of their behaviour
is at a m

ore advanced stage in our country than in
France. How

ever, the developm
ent of the French

m
odel of " referral-classes " and " referral-w

orks-
hops " could offer a possibility for people w

ho w
ork

in the field in our tw
o countries to pool together

their experience of w
ork w

ith children w
hose

behaviour is a serious threat for schools.

9
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>
Schem

es w
ithin schools

�
Behaviour and education support team

s (BEST)
are team

s of police officers, of educators, m
edical

and social w
orkers, external to the school and in

charge of bringing support in different subjects to
children w

ith difficulties. This schem
e involves 61

Local Education Authorities and 1,700 prim
ary

schools. A BEST costs £350,000 a year.
�

Learning Support Units (LSU) are set up w
ithin

schools to help children w
ho are threatened by

exclusion because of their bad behaviour. These
LSU are very close to French referral units. Their
objective is to help to im

prove the behaviour of
the children in order to help them

 return quickly
into m

ainstream
 classes. Today, there are 1,000

LSU. An LSU costs £50,000 a year.

>
A

lternative program
m

es
A

 lack of m
otivation for certain subjects in the

national curriculum
 can be a source of disruptive

behaviour. For som
e pupils, vocational training

in a different fram
ew

ork / environm
ent(colleges

of 
further 

education, 
w

ork 
placem

ents) 
can 

im
prove 

m
otivation, 

behaviour 
and

achievem
ent.

>
The PRU

 (Pupil referral units) 
PRU

 have m
uch in com

m
on w

ith schools,
except they are directly funded and directed by
the LEA

. They are sm
aller than traditional

schools (from
 6 to 200 pupils) and cover pupils

of different ages and w
ith different types of

problem
s. The staff-to-pupil ratio is higher than

in traditional schools, w
hich allow

s for tailoring
the w

ork to the pupils' needs. PRU
 referrals are

intended to be tem
porary, allow

ing pupils to
return to the m

ainstream
 curriculum

 as fast as

possible. H
ow

ever, m
any pupils finish their

com
pulsory schooling in a PRU

.  U
nlike schools,

PRU
 do not offer the entire national curriculum

.
They only teach English, M

aths, ICT and social
education.

>
Specialized schools (Em

otional and
B

ehavioural D
ifficulties)

Behavioural difficulties can be so serious in
som

e cases that som
e pupils (2

%
 of the school

population) go to schools designed for pupils
w

ith em
otional and behavioural difficulties (EBD).

EBD teach the national curriculum
 and also

provide therapeutic support.

The quality of the teaching varies considerably
from

 one PRU
 and one EB

D
 to another. O

FSTED
(Office for Standards in Education), an independent
body in charge of inspecting and evaluating
schools, notes m

ore deficiencies in the teaching
and m

anagem
ent of these units as com

pared to
traditional schools. Som

e EB
D

 failed w
hen

inspected and had to be shut dow
n.

As a basis, EBD and PRU education w
orks w

ith
w

hatever can be positive in the behaviour of the
child.

There are also preventive program
m

es including:
�

a program
m

e of prevention aim
ed parents or

parents-to-be (e.g. w
ith financial, psychological

or social difficulties);
�

a 
program

m
e 

for 
prevention 

in 
prim

ary
schools;

�
teachers training on how

 to m
anage pupils'

behaviour;
�

the creation of tools to assess behaviour and
im

prove its m
anagem

ent.

< 10
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>
Referral-units

Referral units are designed to provide support
both during and after school hours for students
w

ho have experienced –or w
ho are at risk for–

social and academ
ic exclusion. Referral units are

tem
porary alternative provision for m

andatory
schooling; referral classes and w

orkshops target
low

er 
secondary 

and 
som

etim
es 

upper
secondary school students w

ho have rejected
traditional schooling. This can result in serious,
repeated breaches of internal school regulations,
chronic, 

non-justified 
absenteeism

, 
lack 

of
m

otivation to learn, and even dropping out of
school com

pletely.
The m

ajority of these students are adolescents
from

 
disadvantaged 

social 
backgrounds.

Therefore referral units aim
 to get these students

back into academ
ic, technological, or vocational

education 
program

m
es 

for 
the 

long-term
,

enabling them
 to re-engage into society and w

ith
the aim

 of enhancing learning in a sheltered,
conflict-free learning environm

ent.

The
classes-relais

provide a tem
porary structure

for pupils w
ho have dropped out of school, in

order to help them
 re-engage in m

ainstream
curriculum

. Low
er secondary school pupils w

ho
attend these classes m

ay stay from
 several

w
eeks to an entire school year. They m

ay,
depending on their personal project, be eligible
for special schedules in order to help boost 
self-esteem

 and renew
 their interest in learning.

Som
e pupils, once they have turned fifteen, m

ay
also receive support to help them

 w
ith their

vocational project. A
 classe-relais

is alw
ays

linked to a low
er secondary school (college) and

class sizes are kept sm
all betw

een eight and ten
students w

ho com
e from

 a cluster of different
schools. The focus is on a differentiated curriculum
and pupils personal projects that m

ay be based
on w

ork-related learning.

The
ateliers-relais

w
ere created at the beginning

of the 2002-2003 school year as a supplem
entary

provision to classes-relais. Like the classes-
relais, the ateliers-relais

aim
 at getting the

student back into learning program
m

es in a
peaceful, conflict-free learning environm

ent. The
ateliers-relais

are designed for low
er secondary

school and som
etim

es upper secondary school
students for a short period that m

ost often varies
from

 one m
onth to six w

eeks (attendance cannot
exceed 

sixteen 
w

eeks). 
These 

pupils 
are

considered as full tim
e students, that is, they still

qualify for the status of students in the educational
system

.

Besides teaching the fundam
entals, w

hich is a
priority, students are also taught to accept and
address the rules of society, civility, citizenship,
and dem

ocratic values.

>
École ouverte (open school)

The
Ecole ouverte

adm
its, on W

ednesdays and
during school holidays, pupils from

 schools that
are located in a ZEP (Zone urbaine sensible 
- sensitive urban area). This is intended to help
young people build a strong positive bond w

ith the
school, and to im

prove the im
age of the schools in

the ZEP neighbourhoods.

There are local schem
es that rely on a link w

ith
associations, including dém

ission im
possible.This

schem
e in the Pas de Calais w

as designed to help
pupils w

ho have m
ajor difficulties at school. It

starts by developing a dialogue and m
utual trust,

then by planning a w
ay forw

ard, to help the pupil
take his / her future and training in hand. Usually,
the pupil is given the possibility of w

ork placem
ent

and / or training in a CFA (Centre de Form
ation

d’Apprentis
- Apprenticeship Training Centre), a

vocational college, or a M
aison fam

iliale et rurale.
The objective is to allow

 the pupil to breath, to
discover the w

orld of labour, to define m
ore clearly

his / her vocational future and, if possible, to build
stronger self-esteem

 in his / her ow
n eyes and in

the eyes of teachers and fam
ily.

publication DELCOM

The Schem
es in France
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➔
W

hat do you see as the m
ost notable

aspects of the English system
 in the field

of prevention of illiteracy?
There are m

any. The first aspect is the recent
definition 

of 
national 

standards 
in 

England,
w

hereas in France this w
ay of leading our

educational policy is as old as School itself, w
hich

is designed as a unified public service. For the
French, the curriculum

 is national, and this is
perceived as a token of equality.
The decisions that are adopted in England have
an “applicationist” nature, as if pedagogy could
be deducted from

 research: the basic principles
of the teaching system

 are inspired by the
findings of research. Yet research is essentially in
the field of cognitive psychology. To rely exclusively
on these findings runs the risk of im

plem
enting

m
echanism

s w
ith no real cultural anchoring of

skills, the risk of an em
pty form

alism
, a bit like

w
hen w

e had a training m
ethodology w

ithout any
content. This could explain the problem

s the
English have today, since they point out them

selves
that there is a gap betw

een the satisfactory
results in assessm

ents and the low
 level rein-

vestm
ent into reading skills in activities that

require them
.

Another feature: the “literacy strategies” schem
e

is based both on procedures (a very precise
doctrine that teachers are to follow

) and results:
the results of the national assessm

ent tests are
public and taken into account in m

anagem
ent.

➔
W

hereas in France?
In France, steering by the procedures (the curricula
that are to be follow

ed) has been exclusive for a
long tim

e, w
ithout the rigor of the English system

that defines as a w
hole the objectives, the

contents, the progressions, and even the standard
teaching session. This logic w

as changed by the
law

 of 1989, w
hich w

as a first step tow
ards a

steering logic based on results; and the organic
law

 on the law
s of finance leads us further in that

direction.

➔
A

ny other notable English aspects?
W

hat is also striking in England is the lasting nature
of the im

plem
ented strategy and its sustained

financial 
support. 

In 
the 

sharing 
of 

funding
betw

een the State and the Local Authorities, do w
e

see a guarantee of a m
ore collective involvem

ent?

➔
W

hat are the analogies betw
een 

the tw
o system

s?
The analogies exist in the references but not in
the realisation, because England has a different
history and culture. W

e agree on the fact that the
first line of prevention of illiteracy is a general
im

provem
ent of the pedagogy, to w

hich w
e w

ant
to bring m

ore unity, consistency and continuity.
This is reflected in our tw

o countries by the
guidance for teachers and the developm

ent of
tools of reference; but this m

ay sim
ply be a

superficial analogy. W
e do agree on the need to

detect pupils w
ho have difficulties at an early

stage, and to define specific actions for them
.

Further, our tw
o countries have set up local 

support system
s in w

hich pedagogical counsellors
and their equivalents have an essential role.

>
Point of view

 of a French expert on the English approach
Viviane B

ouysse,Head of the Office for Prim
ary Schools, Schools Directorate, M

EN
ESR
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➔
Do you think that each of the tw

o
system

s can be inspired by the other and
benefit from

 adopting som
e of the other’s

schem
es?

There is obviously a lim
it to w

hat can be borrow
ed

because the gaps betw
een the tw

o system
s are

too w
ide to allow

 us to im
itate one another.

➔
H

ow
 could the French system

 benefit
from

 the English system
?

The French system
 could find inspiration from

the guidance for teachers and the production of
tools that exist in England. It w

ould also benefit
from

 a m
ore com

prehensive association w
ith the

stakeholders 
around 

the 
school, 

including
parents.
The organisation and use of national assessm

ent,
w

hich show
s significant differences com

pared to
ours, could also be interesting (protocols that
w

ould allow
 us to com

pare and have a follow
-up

year-on-year). But it w
ould not be relevant to

im
itate 

everything: 
the 

shape 
and 

content
depends a great deal on the didactic choices that
have been m

ade and w
hich are not really ours. In

addition, the public nature of the results can only
be conceived if w

e explain to those w
ho w

ould
have them

 in hand the param
eters on w

hich the
results are based, and how

 they are w
idely

beyond the scope of the w
ork of the teacher.

Finally, the English institution has show
n a 

capacity to focus in term
s of com

m
unication, of

financial m
eans, and of training as a real priority,

and to sustain it long enough to see its effects.
W

e
can envy this stability, but here again, the

context is different: the French passion for a
debate on education does not seem

 to be shared
by our English friends.

➔
Inversely, how

 could the English
system

 benefit from
 the French system

?
The English could change their conception of
reading and better articulate their Literacy
strategies w

ith other fields. Our cross-sectional
approach, w

hich can be sum
m

ed up by the
form

ula Read-w
rite in all subject m

atters, is, in
this respect, undoubtedly relevant. But it is easy
to see the difficulty for them

: they cannot form
at

all lessons like they have done for reading and
w

riting. Reading is not only a m
ethodology to

process inform
ation: the reader is not a com

puter,
neutral to texts and insensitive to the stakes and
contexts of reading. Reading is a linguistic,
cultural, and social act that involves the individual
(m

otivations, tastes, know
ledge, inhibitions, etc).

Research can differentiate betw
een these facets

because it m
ust give itself a precise object and

proceed in an analytical w
ay, but teaching children

is necessarily m
ore global, m

ore com
plex.

Exchanging View
s
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➔
W

hat do you see as the noticeable
aspects of the French system

 in the field
of literacy?
Prevention of illiteracy is a priority in the prim

ary
school curriculum

 in France, and a great deal of
tim

e is dedicated to it in schools. How
ever,

because there are no statistics covering all
schools w

ith w
hich to assess aspects of this

learning, it is difficult to m
easure w

ith accuracy
the progress that is m

ade, to target the pupils w
ho

require additional tutoring or to identify the specific
aspects of the pedagogy that w

ould need to be
im

proved.
There is a large consensus in France on the
content of learning, but less consensus and unity
in respect of the w

ays to im
plem

ent it on a
pedagogical level: nam

ely, w
hen the children do

not achieve as w
ell as expected. There is also less

balance betw
een class w

ork, group w
ork and

individual w
ork.

The teachers have m
ore freedom

 in France, but
this freedom

 m
ight lead to less hom

ogeneous
m

ethods, not only inside the sam
e school but also

betw
een schools.

➔
W

hat are the points the English could
benefit from

 in the m
ethods to prevent

illiteracy in France?
In France, the children seem

 to have developed
and kept the habit of reading at hom

e. In the
sam

e w
ay, a recent survey in England show

s that
children seem

 to read m
ore as a hobby than in

the past.

Also, the determ
ining role of spoken language in

learning to read and w
rite is m

ore w
idely

understood in France by the teachers, the children
and the parents than is the case in England.
Finally, the relation betw

een the French inspectors
and teachers is solidly built on confidence in 
life-long training. The English inspectorate w

ould
benefit from

 an enhancem
ent of this system

.

➔
W

hat are the schem
es in the English

system
 that the French system

 could
benefit from

?
The French could draw

 m
ore inspiration from

som
e of the English schem

es of intervention – at
an early age – w

ith children w
ho have difficulties

in reading and w
riting. I have in m

ind schem
es

such as those that involve teaching assistants
that could help to lim

it the num
ber of children

w
ho have to repeat their year.

W
e

have also launched a cam
paign in England to

prom
ote ICT, applied to the learning of reading

and w
riting. This is done by reading electronic

texts and by using an electronic screen to w
rite,

m
anipulate and exchange texts, instead of the

blackboard. And the role of ICT w
ill be developed

even m
ore, so that learning itself is in constant

evolution.
The recent m

ethods for teaching w
riting in

English prim
ary schools encourages the teacher

to show
 to children w

hat w
riting is and to explain

the choices m
ade by the w

riter. They should be
com

pared to the m
ethods that are currently

being used in France.

> Point of view
 of an English expert on the French approach

Stephen A
nw

yll,Senior Director (Literacy), Prim
ary N

ational Strategy, Departm
ent for Education 

and Skills

publication DESCO
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>
The N

ational Literacy Strategy
w

as
introduced 

to 
all 

schools 
in 

England 
in

Septem
ber 1998 in order to raise standards of

literacy throughout the prim
ary age range, to

support 
teachers 

to 
deliver 

the 
prim

ary
program

m
es of study for reading and w

riting as
set out in the N

ational Curriculum
, and to m

ake
a significant contribution to the developm

ent of
speaking and listening. 
The 

N
ational 

Literacy 
Strategy 

set 
out 

a
Fram

ew
ork for Teaching

w
hich schools delivered

through the Literacy H
our. This w

as reinforced
by 

subject 
specific 

training 
for 

teachers,
intervention in schools that w

ere failing their
pupils, and the setting of clear targets at
school, local and national levels. 
Follow

ing its introduction in 1998 the N
ational

Literacy Strategy has continued to evolve to
respond to the latest research and policy priorities.
In 2000 the Foundation Stage w

as introduced
w

hich provides a structured fram
ew

ork for a
play-based approach to learning for 3 to 5 year
olds, and includes an em

phasis on early literacy,
language and com

m
unication. 

In 2003 the N
ational Literacy Strategy w

as
com

bined w
ith the N

ational N
um

eracy Strategy
to becom

e the Prim
ary N

ational Strategy. This

allow
ed the creation of a m

ore coherent delivery
structure and organisational m

odel, and m
ore

effective interaction w
ith schools on w

hole-
school teaching and learning issues. 
The overall direction of reform

 has been set by
tw

o key publications. In 2003, the governm
ent

published 
the 

docum
ent 

“Excellence 
and

enjoym
ent” w

hich set out an overarching fram
e-

w
ork of reform

 for Prim
ary schools focussing in

particular on excellent teaching, curriculum
enrichm

ent and leadership. This w
as follow

ed in
July 2004 by the Five-year plan for Children and
Learners, w

hich sets out an am
bitious set of

com
m

itm
ents to build on the existing strengths of

the system
 and to provide a higher quality offer to

learners of all ages. 
The Prim

ary N
ational Strategy has considerably

im
proved the quality of teaching and learning and

has helped to narrow
 the gap betw

een schools in
areas of high and low

 disadvantage. The 2004
national curriculum

 Key Stage 2 tests show
 that

78
%

 of children aged 11 in England have reached
the required level at their age (level 4) in English.
These results reflect an im

provem
ent of 15

percentage points since 1997. The national target
is for 85

%
 of 11 year olds in England to achieve

level 4+ by 2006.

The N
ational Literacy Strategy in England 
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The plan to prevent illiteracy w
as im

plem
ented

in Septem
ber 2002. Special care is given to the

determ
ining level, the cours préparatoire

(CP) or
first year of prim

ary school. The application of
the new

 curriculum
 for prim

ary school, w
hich

cam
e into force in the CP

in Septem
ber 2003,

should enable the im
provem

ent of daily activities
and help in the field of prevention of illiteracy.
The 

curriculum
 

specifies 
the 

com
pulsory

com
ponents to teach reading and the tim

e
dedicated each day to reading and w

riting (2hr
30m

ins).

>
Tw

o docum
ents to help teachers

Docum
ents, drafted at the national level and

distributed to all the teachers involved, are to
help them

 im
plem

ent the plan. Tw
o booklets have

been specifically designed.
The first, Lire au CP

-Repérer les difficultés pour
m

ieux agir(Reading in CP – Detecting difficulties
for 

greater 
effectiveness), 

distributed 
in

Septem
ber 2003, gives som

e keys to better
identify the skills required for learning to read,
and supplies the teachers w

ith a typology of the
m

ain difficulties encountered by children and the
activities that can overcom

e them
. The second

docum
ent, distributed in Septem

ber 2004, Lire
au CP (2)

-
Enseigner la lecture et prévenir les

difficultés
(Reading in CP (2) - Teaching to read

and preventing difficulties), com
pletes the first

one. It is m
ore specifically m

eant for those w
ho

w
ork in classes w

ith a lim
ited num

ber of pupils or

w
ith extra staffing. It is less focused on the analysis

of individual difficulties and is a tool to organize
the pedagogy so as to prevent these difficulties.

>
Continuation of lim

ited num
bers 

of pupils and extra staffing
After a first phase of developm

ent in 2002-2003
(about 100 classes w

ith a lim
ited num

ber of
pupils), the M

inistry of N
ational Education, Higher

Education and Research
decided to continue the

experience of CPs w
ith a lim

ited num
ber of

pupils, approxim
ately 500 classes in 2003-2004.

At the sam
e tim

e, in difficult areas, others schem
es

allow
 for diversity of the pedagogy in order to

enhance the help given to the children: 
�

in approxim
ately 1,800 CP an extra teacher

supports 
the 

first 
teacher 

by 
regularly

taking charge of groups of pupils, according
to the project defined in respect of pupil
needs;

�
in m

ore than 2,000 classes, as a part-tim
e

presence in the classroom
, there are now

educational 
assistants 

w
ho 

are 
creating

w
orking conditions that allow

 the teacher to
better diversify w

ork so as to better take into
account the difference betw

een the pupils.

In 
2004-2005, 

the 
schem

e 
w

as 
furthered

extended, by giving educational providers the
possibility to m

ake it m
ore flexible by pursuing a

local project based on an analysis of their needs.

publication DESCO

The plan to prevent illiteracy in France
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➔
W

hat is the place in English schools
for 14-19 year olds?
The English are in the sam

e situation that w
e are in:

they have to provide vocational qualifications,
w

ithin the European context, to cover all of the
active population. W

ith regard to this objective,
they encounter the sam

e difficulties as w
e do w

ith
14-19 year-olds, particularly the boys, w

ho leave
school w

ithout a qualification.

➔
H

ow
 do they face up to these

difficulties?
In England, the recognition of a qualification is assu-
red by the active contribution of the econom

ic
w

orld, but the training is entirely in the hands of the
training schools / colleges. The objective is to give
greater 

acceptance 
of 

the 
low

er 
levels 

of
qualification, to hopefully allow

 those w
ho have

them
 to progress. The English are less dem

anding
than 

the 
French 

regarding 
these 

levels 
of

qualification. In France, w
e try to m

ake young
people acquire a qualification validated by a degree.
The English have neither the CAP, nor the BEP, nor
the Bac professionnel vocational qualifications, but
types of “elem

entary units” that can be com
bined. It

is, of course, necessary to connect the vocational
training 

schools 
/ 

college 
w

ith 
the 

place 
of

em
ploym

ent, and this is m
ore liberal and m

ore
flexible in England than in France. There is, in their
country, a great deal of part-tim

e or tem
porary w

ork
that only requires low

 qualifications; but there is
also m

uch less unem
ploym

ent in general, and, in
particular, am

ongst young people. Their vocational
training is thus adapted to their econom

ic system
:

m
ore partitioned and variable than in France.

➔
Is the English system

 evolving 
in com

pliance w
ith the European

standards?
In England, vocational qualifications degrees
are, as I said, of lesser im

portance than in our
country; and this can be a problem

 in the
perspective 

of 
Lisbon, 

w
hich 

requires 
an

increase in the level of vocational skills. The
reform

 of vocational education in England is
thus aim

ed at giving young people broader
qualifications 

by 
preventing 

de-schooling.
W

hile they w
ant to m

aintain the recognition
and validity of elem

entary qualifications, the
English w

ant to better identify m
ore com

plex
levels and w

iden access to them
. They have

started to sim
plify the num

ber of already
recognised qualifications and have m

ade them
m

ore com
prehensive than they w

ere. They
have restructured the organisation and created
a 

fram
ew

ork 
for 

training. 
H

ow
ever, 

the
contents are negotiated at a local level w

ith all
the econom

ic partners, instead of at a national
level as is the case in France.

>
The point of view

 of a French expert on the English approach
M

aryannick M
ALICOT,Head of the Office for Initial Vocational Education, Apprenticeship and

Integration, Schools Directorate, M
EN

ESR
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➔
W

hat are, in the field, the m
ost notable

aspects of English vocational training?
Unlike France, there is no training in a com

pany
w

hile the trainee obtains their degree. How
ever,

the schools have very w
ell equipped w

orkshops.
The English do not have alternative training, i.e.
com

panies do not participate directly in the
training them

selves like in France. But they do
participate in defining the content and recognition
of the training on a local level. 
Another aspect is their training system

, w
hich

does not aim
 at the acquisition of general

theoretical 
skills. 

O
ur 

CA
P 

includes 
a 

full
academ

ic curriculum
 that, shall w

e say, m
akes

them
 sm

ile; it includes courses in English, a bit of
m

aths…
 Here there is som

e form
 of am

biguity:
w

hile the suprem
acy of m

ainstream
 education is

disow
ned, w

e cannot discard som
e form

 of
reverence to it and, ironically, w

e are som
etim

es
tem

pted to prove the value of our vocational
qualifications by the role m

ainstream
 education

has w
ithin its curriculum

! A
ccording to the

English, you can very w
ell develop the qualities of

an intellectual and the hum
anities w

hen dealing
w

ith the subject m
atter, but you can also m

eet the
needs and the dem

ands of the people for w
hom

you w
ork w

ithout having to pass academ
ic

subjects.

➔
W

hat do you see as the strong points of
English vocational training?
The English schools are m

ulti-vocational and are
tools at the service of local developm

ent. There
are young people as w

ell as adults. These are
social prem

ises, available to the local population.
Focus is often put upon the com

puter m
aterial

that can be useful for all of the public. They also
have w

ell-equipped and organised residential
schools.
W

hat is also striking is there flexibility: a youth of
16-19 years old can receive free tailor-m

ade 
60 hours of training (35 hrs of car m

echanics, 
25 hrs of m

aths, for exam
ple). Training is only 

full-tim
e for the state pupil, w

ho is in a m
inority.

So, in one of the schools w
e visited, out of 12,500

learners, 3,500 w
ere there full tim

e. 
Since the schools are organized as social prem

ises,
they also include nurseries. At the sam

e tim
e,

these are places to w
elcom

e the local population,
to educate children and fam

ilies, to train for
health and sanitary qualifications. There is no
barrier betw

een training and social life, w
hereas

w
e tend to have excessive partitioning.

➔
Does the English organisation 

of vocational training allow
 them

 
to face the problem

 of failure?
Vocational training seem

s to develop real inclusive
solutions, because there is no standardisation.
The English take into account particularsituations,
the local environm

ent, and social and econom
ic

context.
In addition, there seem

 to be less stringent
rules in England. The standards of professional
behaviour 

(dress 
codes, 

contact 
w

ith 
the

custom
ers) seem

 to be m
uch less constraining.

Headscarves and clothes that w
e w

ould consider
to be flashy are apparently not a problem

 for
them

.
The absence of standardisation is also found in the
training. In France, w

e train in a uniform
 w

ay and
specialise the teachers. They all have the sam

e
obligations of duty. Over there, the organisation is

Exchanging View
s



negotiated w
ithin the schools. There is no hom

oge-
neity. School is a place to live that adapts itself to
its environm

ent.

➔
W

hat do the English envy in our sys-
tem

?
It is hard to say! M

aybe the capacity of the
French system

 to quickly im
pose a reform

 to all
its stakeholders if there is a need for it. This
w

ould be the positive aspect of our form
 of

standardisation.

➔
In conclusion?

I see tw
o m

ain points. In England, the vocational
training system

 is at the service of the population
and it really takes into account the econom

ic and
geographical context. And, then, it focuses on 
re-m

otivating pupils and giving each and every
one at least a basic level of skills.

21
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➔
 W

hat are the m
ost notable aspects 

of the French system
 in the field

of vocational training that caught 
your attention
W

e
w

ere im
pressed by the em

phasis placed on
the strand of general education w

hich continues
though vocational program

m
es, and that there is

only substantial involvem
ent in occupational

learning post-16. This is in contrast to the degree
of specialisation in vocational areas w

hich can
occur in England at a younger age and in place
of continuing general education. The strong
involvem

ent of em
ployers in the strategic planning

of your provision interested us greatly, w
hereas

our system
 differs in that the em

ployers’ role is
m

ore focused on assisting local delivery of

vocational learning. The prim
acy of teachers

and head teachers in determ
ining in w

hat areas
post-16 students w

ill continue their studies w
as

of interest to us, as w
as the use in France of the

tax system
 as a m

eans of encouraging em
ployer

engagem
ent.

➔
 D

id you perceive any analogies
betw

een the tw
o system

s?
W

e
did share an appreciation that, despite these

and other differences betw
een our education

system
s, there w

as concern for the problem
s

faced 
in 

both 
countries 

of 
reducing 

the
disengagem

ent of those 16-19 years olds w
ho are

currently not involved in som
e form

 of education
or training, and the issue of the vocational and
occupational routes being generally less w

ell
respected than academ

ic education.

➔
 W

hat could the French system
 learn

from
 the English system

?
W

e
believe that the degree of flexibility and

choice that the English education system
s

affords to the students does serve to enhance
their m

otivation considerably, and this m
ay be

an area of potential gains for the French
system

. An associated aspect is that educational
colleges in England usually offer vocational
courses alongside the academ

ic, so that individual
students can choose to com

bine academ
ic and

vocational learning to achieve a m
ix that m

eets
their individual needs and aspirations. W

e
suggest you m

ight w
ant to consider the w

ay
English em

ployers are engaged at a local level
in planning and delivering vocational education,
as w

e find this proves a useful tool in ensuring
that the educational provision offered by insti-
tutions 

m
atches 

the 
local 

labour 
m

arket

>
The point of view

 of an English expert on the French approach
Celia Johnson,Divisional M

anager, School and College Qualifications, Departm
ent for 

Education and Skills 
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requirem
ents. In England, there is a considerable

range in the size of com
ponents that constitute

vocational qualifications, as a consequence of
a desire that each com

ponent should be no
bigger than required to allow

 students to
m

aster the specific com
petency addressed.

W
hether this degree of flexibility w

ould be
beneficial or possible w

ithin your baccalaureate
fram

ew
ork is an area you m

ay w
ish to reflect

upon.

23
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The introduction of GCSEs

2
in vocational

subjects
N

ew
 GCSEs, that validate vocational subjects,

w
ere introduced in Septem

ber 2002 to allow
 pupils

to attain vocational certification age 16, at the
sam

e stage as the other GCSEs. These vocational
subjects offer a m

ore practical approach and
broaden the choices that are offered to the pupils.
The new

 GCSEs are delivered in different types of
secondary schools and can be taken at the sam

e
tim

e as the other GCSEs.

>
W

hy choose the new
 G

CSEs?
M

any young people w
ish to experience the reality

of the labour w
orld and this is w

hy they are
interested by vocational education. The new
GCSEs give them

 the opportunity to gain an insight
of the professional w

orld w
ithout keeping them

from
 continuing their studies through to higher

education. They allow
 pupils to w

ork in com
panies,

to solve problem
s of the labour w

orld, and to talk
w

ith people w
ho w

ork in the field that they are
studying. Pupils discover different jobs in the line
of business that they have chosen.

The new
 GCSEs are m

eant to:
�

m
ake the labour w

orld better know
n;

�
allow

 
secondary 

school 
pupils 

to 
begin

acquiring the required skills to begin w
orking

in the 21st century;
�

initiate secondary school pupils into a line of
business, such as engineering or tourism

;
�

help to develop certain skills that are used in
the field they have chosen.

Eight available subjects:
�

art and design;
�

applied business;
�

engineering;
�

health and social care;
�

applied inform
ation and com

m
unication;

technologies;
�

leisure and tourism
;

�
m

anufacturing;
�

applied science.

>
How

 are the new
 GCSEs prepared?

The new
 GCSEs include m

ainstream
 courses that

take place in the classroom
 to w

hich they are
associated, w

ith m
ore practical approaches on the

job site:
�

visits 
to 

com
panies 

to 
have 

a 
practical

experience of the skills, techniques, processes
and equipm

ent that are used;
�

a better understanding of the job and of the people
w

ho are trained to do it, including their degrees
and the schools they have been to;

�
a collective project to help pupils develop their
self-confidence;

�
solving practical cases;

�
using the Internet;

�
role gam

es and sim
ulations of professional

situations given by people in a chosen area of
w

ork;
�

a professional presentation of propositions /
solutions;

�
w

orking in a com
pany under the supervision of

som
eone from

 that specific area of w
ork.

>
W

hat do these new
 G

CSEs m
ean?

These new
 GCSEs are equivalent to tw

o other
GCSEs. Schools can, therefore, double the tim

e that
is dedicated to this vocational teaching and allow
for longer periods of training in com

panies or for
other practical activities, such as visits on site.
The guidelines for the certification in each subject
are the sam

e that are used for all the exam
com

m
ittees – even though they m

ay have their ow
n

m
ethods of teaching and evaluating.

>
W

hat can the new
 GCSEs lead to?

There is a w
ide choice of lines of business that are

adapted to the qualifications obtainable, w
hether

they are traditional or vocational, w
hich places the

applicants on an equal footing.
The new

 GCSEs prepare pupils for AS, A-levels or
the VCE (vocational A-levels) either in the sam

e
subject or in associated subjects (of a sam

e 
specialty) or in different subjects. Then, it is possible
to go into university or to other higher education
schools.

Extending GCSEs to vocational subjects in England 

2. General Certificate of Secondary Education 
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>
Training in a com

pany
In France today, vocational training alw

ays includes
training periods in a com

pany, during a period of
tim

e that depends on the type of degree that is being
prepared for. An indispensable com

plem
ent to the

training at school, this tim
e spent in a com

pany
increases the quality of the training and im

proves
access to em

ploym
ent. How

ever, the effectiveness
of these periods of training is fruitful only if the
placem

ents is right, the right pedagogical support is
received from

 tutors, and the pupils are prepared to
m

ake the best of these experiences.
Training in com

panies can be called a stage
(training course), a période de form

ation en
entreprise

(period oftraining in a com
pany) or a

période de form
ation en m

ilieu professionnel
(period of training in a professional context),
depending on the role they have and on w

hether
they are assessed for the certification or not.
These periods are an inherent part of the training:
they are a privileged opportunity for the pupils to
better define their professional future and to
have a real life experience of the vocational
training they get at school.

The
stages

They are com
pulsory, but are not assessed for the

certification. The stages
(training courses) exist

for som
e certificats d'aptitude professionnelle

that have not been updated yet (CAP
or low

er
degree of vocational qualification) and for m

ost of
the

brevets d'études professionnelles
(BEP

or
higher degree of vocational qualification). 
The stages allow

 pupils to discover the corporate
w

orld and to apply the skills they have acquired
at school in the industrial / business environm

ent. 

There are périodes de form
ation en entreprise

(PFE or periods of training in a com
pany) in BEP,

or
en m

ilieu professionnel(PFM
P

or periods of
training in a professional context) in CAP

and in
baccalauréat professionnel.
They are com

pulsory for all the new
ly created or

updated CAPs and in baccalauréat professionnel,
as w

ell as in several BEPs.

Students are assessed for the certification.
During these periods, the pupils do not only apply
w

hat they have learnt at school. The com
pany

becom
es a place w

here they acquire professional
skills, defined in the degree as those that can
only be acquired through the contact w

ith the
professional reality. W

hether they are stages
or

périodes de form
ation,the pupils are under the

responsibility of a tutor nam
ed by the com

pany.

>
The apprenticeship tax

The
taxe d’apprentissage

(apprenticeship tax) is
a tax paid by com

panies. It is calculated by
m

ultiplying the num
ber of w

ages paid before tax
by the com

pany by a rate of 0.5
%

In addition to the funding that is granted by the
State and the Regions, the apprenticeship tax is
m

eant to help fund the first technological and
vocational training levels, i.e. according to the
law

, “those that prepare young people before
they enter the job m

arket to w
ork in the industry

or in a com
pany, as specialized or qualified

w
orkers or em

ployees, or to be an independent

Com
panies w

ith a stake 
in the vocational training of pupils in France
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w
orker or a fam

ily assistant, a technician, a
qualified technician, an engineer or an executive
in com

panies of different lines of business”. 
40

%
 of the taxe d’apprentissage

m
ust necessarily

be given tow
ards the training provided / granted

by 
the 

centres 
de 

form
ation 

d’apprentis
(Apprenticeship Training Centres or CFA). The
other 60

%
 can be distributed to any type of

training
centre 

that 
offers 

technological 
or

vocational training. 
A com

pany can pay the apprenticeship tax in
three different w

ays: by paying it directly to the
Public Revenue Departm

ent, or directly to the
training centres, or to a body in charge of collecting
the tax to distribute it to the different centres. The
yearly am

ount of the apprenticeship tax is
estim

ated to be approxim
ately 1.5 billion euros.

>
The

com
m

issions professionnelles
consultatives
The

com
m

issions professionnelles consultatives
(CPCs or Vocational Advisory Com

m
ittees) of the

M
inistère de l’Éducation N

ationale
are authorities

w
here em

ployers, em
ployees, public authorities

and qualified staff (800 people in all) form
 a

counsel and give an opinion on the creation, the

up-dating or the suppression of technological or
vocational degrees from

 the CAPs up to the BTS.

N
one 

of 
the 

640 
degrees 

(except 
for 

the
baccalauréats technologiques, and if all the options
and specialties are taken into consideration) can
be created or changed w

ithout an instruction
from

 the com
m

ittees.

The designs of the degrees are based on an
analysis of the situation of the labour m

arket that
they are m

eant for. This analysis can be the result
of polls in the field, of interview

s w
ith em

ployees
and w

ith their m
anagers, of research; it relies on

the participation of professionals in the specific
line of business, of em

ployers and em
ployees in

the field that is being scrutinised and by the task
force in charge of updating, reform

ing or creating
a degree. 

CPC
input is essential all through the designing of a

degree and chiefly w
hen the syllabus of the 

vocational activities is created: specific challenges
of the business area that is being considered m

ust
be taken into account, as w

ell as the diversity of
the situations, of the sizes of the com

panies, of the
types of organisation…

Com
panies w

ith a stake 
in the vocational training of pupils in France
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These m
eetings allow

ed the French and English
experts to have a broader outlook on each of the
three them

es, not only due to the input of
inform

ation on the practices and schem
es of the

other country but also because of the reactions,
the com

m
ents and questions from

 both sides: in
other w

ords, because of the eye cast by their
foreign counterparts.

Beyond the personal and professional enrichm
ent

brought to the different experts by expanding
their references in the field of educational
policies, it is reasonable to say that at length this
m

eeting of ideas and practices could lead in
France and England to progress in each area,
first on a political level and then in the field.

From
 one them

e to another, notable aspects of
the tw

o different system
s w

ere detected. These
interesting aspects are w

hat can nurture further
reflections in the future and could bring about a
rapprochem

ent of the educational policies that
are m

ost convincing each other.

>
The view

point of English experts on the
French system
�

The English experts, although they appreciate
the French institutional exigency

in respect of the
contents of w

hat is taught and find the w
ide scope

that is given to academ
ic skills in the training of

French teachers interesting, have reservations
regarding the m

ethodological and pedagogical
training they receive. They are, for exam

ple,
astonished 

by 
the 

freedom
 

allow
ed 

French
teachers in the pedagogical im

plem
entation of the

contents of teaching and of the lack of hom
oge-

neity that this freedom
 generates.

�
They are struck by the pre-em

inence of
m

ainstream
 education

in France over vocational
education. They note, for exam

ple, that there is
no possibility in France for pupils to com

bine their

academ
ic and vocational subjects as is the case

in England.

�
They appreciate the role that is granted in

France to m
ainstream

 education w
ithin vocational

training program
m

es, even if they feel at tim
es

that it is m
ade too im

portant. The Tom
linson

reform
 

project 
show

s 
a 

w
ill 

to 
delay 

the
specialisation of pupils and to broaden the 
basis of basic skills, w

hich could im
prove the

transferability
of qualifications in tim

e.

�
They react positively to the com

m
itm

ent of the
industrial and corporate w

orld to the designing of
syllabi and certifications in vocational training.

>
The view

point of French experts on the
English specificities 
�

The French experts are interested by the
pragm

atism
, w

hich characterizes the English
approach to issues. This pragm

atism
 is expressed

by the quest for solutions at a m
ore local than

national scale, and consists, for exam
ple, in

m
aking connections betw

een all the educational
partners at a local level. The flexibility and the
absence 

of 
standardisation, 

particularly 
in

training, belong to this pragm
atism

. A
dapting to

a given environm
entand social and econom

ical
contextis constantly at the heart of the English
concern, w

hereas the French system
 gives

greater im
portance, for reasons of Republican

equality, to the hom
ogeneity of training and of

degrees throughout its territory. In the sam
e

w
ay, for the French experts, there is no gap in

England betw
een training and social life, w

hereas
in France there tends to be excess partitioning.

�
They appreciate how

 im
portant the notion of

school com
m

unity
is for the English, the notion of

“living together” and the fact that the English
schools are designed as places to live – w

hether
they are traditional or vocational schools – so as

Assessm
ent
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to create a sense of belonging in the school
com

m
unity. Is it a cause or a consequence?

Rules regarding dress codes or behaviour seem
to be m

uch less stringent than in the French
school com

m
unity.

�
They 

see 
that 

the 
exigencies 

regarding
theoretical skills are low

er in England than in
France and note that, according to the English
perspective, 

w
e 

can 
very 

w
ell 

develop
intellectual and hum

an qualities by w
orking

w
ithout necessarily receiving an in-depth basic

education / training.

�
They appreciate the capacity that the English

have to focus on a real priority, to stick to it and
to put all their m

eans (financial m
eans, but also

m
eans 

in 
the 

field 
of 

training, 
evaluation,

com
m

unication) so as to reach their objectives.
In parallel, they feel that the guidance of English
teachers 

is 
m

ore 
“applicationist” 

than 
in

France: it is m
eant to give them

 m
ethods to

apply m
ore than pedagogical tools from

 w
hich

they could choose and have m
ore freedom

, as in
France.

>
Convergences

The 
reflections 

that 
these 

exchanges 
have

brought to light rest on our shared concerns and
joint priorities. Each and every one of them

 could
becom

e a line of thought to bring together the
English and French educational policies. And
these lines cross several of the them

es that w
ere

dealt w
ith in the course of these m

eetings.

These are:
�

the role of parents and fam
ilies, w

ithout w
hom

prevention of violence and illiteracy is to no
purpose;

�
school projects, w

hich are the only w
ay to give

the necessary im
pulse to deal effectively w

ith
the tw

o issues of behaviour and literacy;
�

taking into account the local econom
ic

environm
ent

can help to enhance the value
of vocational education.

These are the lines of thought that w
e need to

explore together in the fram
ew

ork of an open and
constructive collaboration, in order to give
French and English pupils the best opportunities
for success.
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