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Executive Summary  
 

The present document serves the identification of those critical jobs in the field of 
Youth Inclusion, by referring to a set of tasks and related code of practice, ethos and 
attitudes, in order to prescribe a corresponding “open” Competence Framework 
(Model), with certain degrees of freedom, and flexible enough to be contextualized 
(“customized”) to fit varying circumstances and youth profiles, while corresponding 
to both the second chance education (learning) legacy and the youth support 
services’ practice as well. The scope is to effectively provide those working in the field 
with competence enhancement through in-service (on-the-job) training and 
professional development, in order to eventually contribute to the capacity building of 
the youth (social) inclusion settings around Europe and internationally. 
Following the analysis and understanding in the frame of this project, about the 
emerging job profiles and tasks and relevant skills in the field, we have identified the 
role of the Youth Second Chance Education (SCE) Tutor, which would include 
mainly as a core set of tasks the ones to deliver effective outreach and learning re-
engagement for the hard-to-reach young people, occasionally accompanied by other 
tasks to deliver counseling and guidance services or technical skills’ development. 
Moreover, it helps to identify quality criteria and indicators - in and for youth work -, 
as highlighted in the (European) Council conclusions on quality of youth work (2010) 
and in the final declaration of the 2nd European Youth Work Convention (2015). As, 
“… there needs to be a core framework of quality standards for youth work responsive 
to national contexts, including competence models for youth workers, and 
accreditation systems for prior experience and learning …” 
Under the prevailing conditions there is a need for sophisticated and innovative 
initiatives, involving and empowering these young people, enabling them to become 
architects of their own lives, build their resilience and equip themselves with life skills 
in order to cope with a changing world; thus, encouraging them to become active 
citizens, agents of solidarity and positive change for the communities across Europe. 
To this end, fighting youth exclusion asks for measures and programmes to increase 
the availability of learning opportunities as well as personal and professional 
development ones for the young people, by deploying the “second chance education” 
legacy and fostering the role of the so-named “key competences”, in order to cover 
the young people’ s potential gaps in terms of these “transversal skills” and, in this 
way, empowering them as lifelong learners. At the same time, a range of studies 
demonstrate that learning organizations – and other bodies offering work to the public 
interest - get stuck because of the changing nature of their structures and 
governance, often related to the recent move from direct central government control 
over education and other welfare services and programs towards greater devolution. 
The key problem is the emerging resistance to change – the “stuckness” –, which 
could be identified when “a person, a family or a wider social system is being 
enmeshed in a problem in persistent and repetitive ways, despite desire and effort to 
alter the situation.” The “stuckness” in schools and youth organizations can be 
conceived as a vicious circle that is created by the initial stresses and anxieties that 
youth practitioners and teachers have to deal with in their work, whilst the strategies 
that are developed to manage these anxieties – reflected in a desire to preserve the 
status quo and resist change  – the subsequent anxieties and fears generated by 
pressure to change, and finally the stresses and anxieties created by not changing in 
the face of these pressures. A key issue in this “cycle of stuckness” is that it is not 
simply an individual’ s, teacher’ s or youth worker’ s problem, but a rather 
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organizational one. As organizational behaviour experts have argued, organisations 
typically act as “defences against anxiety” by operating in “groupishness” mode. 
That is why the approach adopted by the “GenY/Z – SCOODLE” Project to the afore-
mentioned issues echoes the understanding that enhancing the professional 
competences of the youth tutors and of the other practicioners in the field cannot be 
achieved without the active collaboration of other stakeholders in the youth service 
sector, by establishing collaborative action learning environments, especially 
addressing real-life problems. And in this respect, the Project aims at 
• upgrading the effectiveness and the innovation capacity of those actors – 

organizations and agencies (and NGOs) - working with hard-to-reach young 
people, with upgrading the professional development of the youth workers and 
adult educators, youth mentors and tutors, through 

• facilitating their engagement with a transformation process, together with those 
hard-to-reach young people (end beneficiaries) - who have distanced themselves 
from learning –, by validating state-of-the-art “Second Chance Education” tools 
and pedagogical processes, while 

• building European communities of both youth workers and SCE educators around 
learning hubs for youth practitioners and professionals, with the aim to boost the 
necessary organization innovation capacity in the context of youth centres, SCE 
centres and training (“adult education”) providers. 

So, the main Outcomes of the GenY/Z-SCOODLE Project consist of 
(a) a sustainable solution for collaborative, on-the-job professional development of 

youth practitioners and adult educators, based on state-of-the-art “second 
chance education” methods, together with 

(b) a framework for innovation capacity building for those actors working especially 
with hard-to-reach young people. 

To this end, the Project is going to deploy an innovative approach by bringing together 
youth professionals and adult educators on designing processes and developing 
tools and resources, with the aim to build collaborative learning ecosystems to re-
engage the hard-to-reach young people. The project will develop at first a 
Competence Framework, which will facilitate the assessment and recognition of their 
professional competences. The Competence Framework comprises at the same time 
the foundation of the Courseware Quality Framework, which will guide and benchmark 
the development of tools & resources, deploying blended learning methods and 
embedding problem-oriented and project-based (action/experiential learning) 
activities. 
The Competence Framework will embed (i) a description of broad number of tasks to 
be delivered by the youth workers and tutors, (ii) a set of corresponding competences 
(skills & knowledge) to be acquired at a significant level for an adequate performance 
of these tasks, (iii) a set of learning outcomes which will identify what the practitioner 
will do to demonstrate and evidence her/his competency (competence developed), 
together with an e-portfolio solution, where practitioners can evidence their 
competence development, through self-reflection and open recognition practice, as 
well as (iv) a set of guidelines on how to develop "accreditation schemes" for the 
Youth SCE Tutors (Teachers & Trainers). The project will develop, in parallel, (i) a 
Courseware Quality Framework, embedding quality benchmarks in terms of learning 
objectives, learning sessions and learners’ participation and (ii) an online environment 
for the youth workers’ on-the-job competence development, with learning materials 
and courses. 
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Youth work and youth participation in Europe are both facing big challenges. Rising 
youth unemployment, a failure to significantly reduce school drop-out rates, the 
demise of the “community” and its replacement by precarious on-line relationships, 
the loss of faith in mainstream institutions and a large increase in the influx of young 
migrants into EU countries, are all fueling increased demand for services that provide 
support for those young people, who are presenting with increasingly complex, multi-
dimensional issues and problems. Despite the undertaken – not as yet effective – 
effort of the developed societies and their education systems, we still identify 
increasing numbers of young people dropping out of the formal education system, for 
various reasons and then remaining outside the institutional framework of training and 
employment, eventually distancing themselves from any sort of non-formal and 
informal learning experiences and skills developing activities. 
It has in fact been about “a process whereby certain individuals are pushed to the 
edge of society and prevented from participating fully by virtue of their poverty, or 
lack of basic competences and lifelong learning opportunities, or as a result of 
discrimination. This distances them from job, income and education and training 
opportunities as well as social and community networks and activities. They have little 
access to power and decision-making bodies and thus often feel powerless and 
unable to take control over the decisions that affect their day-to-day lives”. Those that 
are “Not in Education, Employment, or Training” (Eurofound 2012, 23 and 401), 
referred to with the acronym NEET, are young people aged 15–24 (see European 
Commission 2011, Ref.2). 
Most young unemployed people are not in formal education (2.1m aged 15-24 and 
5.7m aged 15-34 in 2020) but still some of them are in formal education (0.8m aged 
15-24 and 1.1m aged 15-34 in 2020). In addition, there are many young people who 
are employed and also in formal education (5.9m aged 15-24 and 8.6m aged 15-34 
in 2020). As can be seen, there are more young people who are employed while in 
formal education than young people unemployed (whether in formal education or not). 
We are thus claiming that the end-beneficiaries of the GenY/Z-SCOODLE project are 
marginalized, vulnerable and “at risk” young people. 
Young people now live in a “risk society”, as the old institutions of the industrial 
society - family, community, social class - are undermined by globalization, economic 
instability, cuts in education and welfare budgets and withdrawal of support for 
transitions from school to higher education and to work - young people must learn to 
“navigate in their society” for themselves. For young people from disadvantaged 
backgrounds, these risks are amplified. Social class, gender, ethnicity and geography 
heavily prescribe the career choices and aspirations of young people. Young people 
from communities with high levels of poverty, poor housing, high levels of deprivation, 
health issues and crime are more likely to become NEET and long term unemployed 
in later life. 
Evidently, youth services and other institutions, including adult learning (Vocational 
Education and Training and Second Chance Education) providers, that work with and 
to the benefit of the hard-to-reach young people, are then faced with rising demand, 
restricted supply and diminishing resources. And they are being left with two main 
options, (i) to increase the efficiency and effectiveness of existing services and (ii) to 
encourage civil society – particularly social innovators and social entrepreneurs – to 
fill the gaps in service provision left by “mainstream” supply. 

 
1 Source: https://www.eurofound.europa.eu/publications/report/2012/labour-market-social-
policies/neets-young-people-not-in-employment-education-or-training-characteristics-costs-and-
policy  
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The young people on the margins or under significant risk to become marginalized 
are usually those joining the VET and second chance education programs and other 
adult education support measures as well. They need help to revisit learning, which 
they have some time already distanced themselves from, in order to, eventually,  get 
engaged in self-reflection and self-respect building activities, preferably through 
action learning. In this respect, it seems that the groups of young people, who both 
youth workers and adult (second chance) educators and VET teachers work with, 
show a number of similarities as it regards the factors and experiences which have 
led them dropping out of mainstream socialization as well as of any form of 
employment and or formal education or non-formal and informal learning. Basically, 
through a long history of negative experiences in education and training, which ends 
up undermining students’ – these persons’ - confidence in their learning abilities, 
something that has a negative long-term impact on their self-esteem. 
All these require youth workers and the adult education and VET providers to acquire 
the right competences and develop corresponding attitudes which will ensure the 
delivery of those critical tasks which identify the job of the Youth (SCE) Tutor. Yet the 
professional development of those working with the young people on the margins 
remains problematic. Whilst government support is available for training, the majority 
of youth workers and second chance and adult educators seem to develop their skills 
through a combination of in-house training provided by their organizations’ on-the-
job learning and the application of their previous learning and experience – most of it 
prior informal learning. While, in the case of trainers and adult educators, they usually 
have received rather “traditional” pre-service training to serve the needs of the formal 
school and after-school education (initial VET) system, having graduated from 
university departments of education or having perhaps received pre-service 
pedagogical training, after their university science or technical graduation. There is 
also the fact that not any valid standardization of skills and competences is available, 
which would serve the due delivery of the emerging, demanding tasks of the job of 
the emerging role of the Youth SCE Tutor. 
Competence development can be approached as a “life-cycle”, which aims at the 
continuous enhancement and development of an individual’s competencies. The 
main steps of this lifecycle can be identified as follows: 
(a) The building of a “Competence Model”, through the identification of required 

activities and tasks and the relevant competences; 
(b) the assessment of existing competencies; 
(c) the gap analysis between existing competencies and the required ones (for a 

specific job or task/role); and 
(d) the definition of competence development programs or units of programs 

(“modules”), in order to minimize the identified gaps. 
In order to proceed with the identification of the Competence Framework for the 
(hybrid) role of the Youth SCE Tutor we deal with the Emotional and Organizational 
Intelligence in a holistic way of looking at the facilitation and mediation and engaging 
with the social environment. It consists in: 
• intra-personal competences - helping individuals to assess their emotional 

intelligence -, 
• inter-personal competences - helping individuals to apply their intra-personal 

competences to develop a positive relationship with the external world -, 
• adaptability - helping an individual to respond effectively to changing situations - 

and 
• affective competences - helping individuals assess their mood and how they 

manage their mood in relation to behaviours and relationships. 
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While at the same time the Organization Intelligence being considered to serve as the 
proxy of the Organizational Innovation Capacity to overcome “stuckness,” by 
comprising the following: 
• (Positive) Holding Environment, as the “space” in which a combination of factors 

seems to work together to allow people to feel confident and operate effectively; 
• Groupishness, the state when people getting together in a group; 
• Organizational well-being, expressed in how people behave, especially when they 

are working in teams; 
• Systems Orientation, placing the organization within this broader context, with 

“journeys” and “explorations” being essential to fulfilling its purpose; 
• Normalization, being about how the (youth) organization, the VET centre imposes 

rules; and its capacity for thinking outside the box; 
• Evaluation, being used to help organizations to learn how to do things better; and 
• Learning Organization, which cultivates a community where individual and 

collective learning is encouraged and sustained. 
In our analysis we have also considered the rather mature ETS Competence Model, 
which defines six “competency areas”, namely 
• Understanding and facilitating individual and group learning processes, 
• Networking and advocating, 
• Displaying intercultural competence, 
• Communicating meaningfully with others, 
• Collaborating successfully in teams, 
• Organizing and managing resources, 
• Designing educational programmes, and 
• Developing evaluative practices to assess and implement appropriate change, 

which will also be presented further down. 
In order to further on identify the role of the Youth SCE Tutor, the afore-mentioned 
frameworks have been deployed in an integrated way, in order to define a flexible and 
evolutionary Competence Framework, which could be customised and become “fit-
to-purpose”, thus capable for meeting varying needs of its target groups, i.e. the 
youth on the margins, the youth workers turning trainers and the VET teachers. 
We are using the “persona” technique in order to create reliable and realistic 
representations referring to the Youth SCE Tutor, as these representations are also 
emerging from the desk and field research and analysis, which has been run in the 
four project pilot sites, in Germany, Portugal, Italy and in Greece. The corresponding 
“Country Reports” are being attached as distinct annexes, for reasons of a complete 
justification of the approach adopted and ultimately of the Competence Framework 
being identified. 
A number of professionals with different backgrounds and differing professional 
identities (“jobs”) are mapped out in the pilot sites’ research reports and, at the same 
time, it seems that there is certain set of critical – “horizontal” - tasks and activities, 
which look indispensable for the challenges of bridging the emerging gap between 
learning and the young people on the margins. These tasks which need to be 
delivered by the Youth SCE Tutor should include: 
(i) getting in touch and communicating with hard-to-reach youth, 
(ii) arranging and running group discussions and reflection sessions and reporting on 

concerns and attitudes and major needs - experienced by the individuals and their 
communities of the youth on the margins -, 

(iii) enhancing their emotional intelligence and building their self-esteem and 
confidence, 
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(iv) supporting their personal and professional competences, making them capable 
to take informed decisions about their lives, 

(v) engaging the beneficiaries (youth hard-to-reach and teach) into group learning 
experiences and self- and peer-assessment of learning achievements, and finally 

(vi) making them capable of being active members of their communities (and 
organizations) and even acting as innovation-friendly agents there. 

Thus, the Youth SCE Tutor Competence (Model) Framework combines three 
dimensions or “high level domains” (“competency areas”), as follows. 

• At its core is a “Youth SCE Tutor-specific” domain – which comprises the 
functional competences needed to deliver the tasks of this (hybrid) role; 

• the “ETS” domain, based on the eight Youth Worker Competences, developed 
within the European Training Strategy Framework, for mentors in the youth 
domain – as presented down below -, which is further enhanced by the 

• “Digital Competences” domain, based on the “DigComp2” Framework, as it 
had been developed by JRC-Seville, which could be used to better identify 
the vocational curriculum and the instructional design, and 

• the “Emotional Intelligence” (“EI”) domain, based on the IGUANA Project’ s “EI 
Competence Framework”. 

We are then taking into consideration the European DigiComp 2.0 Framework, in a 
way which will be enhancing the afore-mentioned task-specific framework (ETS), by 
having the ETS Competences being related to the following Competency Areas (I-V) 
and the corresponding competencies in each one, as it is shown below: 
(I) Information and Data Literacy, with (1) browsing, searching and filtering data, 

information and digital content, (2) evaluating data, information and digital 
content and (3) managing data, information and digital content; 

(II) Communication & Collaboration, with (1) interacting through digital 
technologies, (2) sharing through digital technologies, (3) engaging in citizenship 
through digital technologies, (4) collaborating through digital technologies, (5) 
netiquette (be aware of behavioral norms and know-how while using digital 
technologies and interacting in digital environments; 

(III) Digital Content Creation, with (1) developing digital content, (2) integrating and 
re-elaborating digital content, (3) copyright and licenses, and (4) programming 
(plan and develop a sequence of understandable instructions for a computing 
system to solve a given problem or perform a specific task); 

(IV) Safety, with (1) protecting devices, (2) protecting personal data and privacy, (3) 
protecting health and well-being, and (4) protecting the environment (be aware 
of the environmental impact of digital technologies and their use); and 

(V) Problem Solving, with (1) solving technical problems, (2) identifying needs and 
technological responses, (3) creatively using digital technologies, and (4) 
identifying digital competence gaps. 

We thus anticipate that the minimum capacity (competency) level to be reached by 
the Youth SCE Tutor, in order to sufficiently deliver by performing the corresponding 
(“bridging with learning”) tasks, would be the one corresponding to the acquisition of 
the first four ETS Competences. And this (minimum) competency level would be 
reached and then assessed through project-based learning, enhanced by the 
competent use of the digital technologies, according to the Table below, by mirroring 
the relevant competency areas of the DigiComp2 Framework. 
 
  



 

 

 
10 

Mapping ETS Competences against DigiComp2.0 Competency Areas 
DigiComp 

Competence 
Areas 

ETS Competences 

Information 
and data 
literacy 

Communication 
and 

collaboration 

Digital 
content 
creation 

Safety Problem 
Solving 

Developing 
evaluative practices 

to assess and 
implement 

appropriate change  

Ó Ó Ó Ó Ó 

Organizing & 
managing 
resources  

Ó Ó Ó Ó Ó 

Designing 
programmes 
(learning and 
personal & 

professional 
development) 

Ó Ó Ó Ó  

Facilitating 
individual & group 

learning in an 
enriching 

environment  

Ó Ó Ó Ó  

Collaborating 
successfully in 

teams 
Ó Ó Ó   

Displaying 
intercultural 
competence 

Ó Ó Ó   

Networking & 
advocating Ó Ó    

Communicating 
meaningfully with 

others 
Ó Ó    

 
The structure of the Competence Framework of the Youth SCE Tutor is function-
specific. Meaning that perceived functions (sets of tasks) of the role of the Youth SCE 
Tutor are hereby described and related with sets of competencies (skills) for each set 
of tasks: 
1. Enhancing open access to marginalized young people in institutions and 

settings, providing information for youth matters, including lifeworld reflection 
analysis sessions 

2. Building collaboratively with youth their self-esteem and confidence 
3. Building resilience, such as the ability to deal with the ups and downs of life 

and other developmental and life changes 
4. Supporting young people (or groups of young people) to make informed 

choices and decisions 
5. Encouraging & developing the hard-to-reach youth’ s personal and 

professional capacity through group processes and learning 
6. Evaluating individual and group expectations and needs and developing 

activities and education programs that address these needs 
We have structured a Competence (Model) Framework which is (i) identifying the 
role of the Youth SCE Tutor and the relevant (functional) competences, (ii) providing a 
set of relationships between the (core-functional) competences and other job-specific 
ones, as being identified by experts in the field (“ETS”), being linked to activities and 
their (performance) competency levels, and eventually (iii) the Competence 
Framework is being accompanied by corresponding performance benchmarks, 
anchored to competency levels using the digital communication and collaboration 
means (DigiComp2.0). We are also considering and relating to the Emotional 
Intelligence capacity of those interested in undertaking the Youth SCE Tutor’ s role, 
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either being already engaged youth professionals or teaching professionals in VET 
and SCE institutions, who are working with the (hard-to-teach) youth on the margins. 
Emotional intelligence (“EI”) should be considered as a holistic way of looking at, 
and engaging with the world. It corresponds to a continuous process of self-
awareness and self-development. Nevertheless, it is helpful to structure emotional 
intelligence into a set of specific elements or Competency Areas. The latter overlap 
with and complement each other and no one particular competency area is seen as 
more important than any other. A rather important element of the role of the Youth 
SCE Tutor would be his/her capacity in terms of emotional intelligence, in order to 
mainly undertake the tasks for the “bridging with the social life” of the hard-to-reach 
youth. We anticipate that increasing EI capacity levels – from the “intra-personal” and 
the “inter-personal” competences to the “affective” ones - would certainly contribute 
to the advancement of the Youth SCE Tutor’ s competency level, to deliver the more 
demanding (professional) tasks of his/her role, mainly related to the group learning 
and working development – see more in part 4. and 4.1. 
With the term Organizational Intelligence (“OI”, Innovation Capacity) we refer to 
the extent and to the ways, whereas there are deeply-rooted structures and behaviour 
patterns within an organization, which are preventing it from changing and growing. 
In this respect it also helps to assess the youth organization’ s as well as VET & SCE 
institutions’ capacity for change and innovation, which is hosting the Youth SCE Tutor, 
ensuring the sufficient delivery of the corresponding tasks, in an evolutionary and 
responsive (contextualized) way – to meet changing needs of ultimate (end-
beneficiary) target groups and changing conditions. 
By taking into account the afore-mentioned inter-related Competence Frameworks, 
coupled with the Emotional Intelligence aspects and the Organization Intelligence 
(Innovation Capacity) assessment scheme, we have reached a working Relational 
Matrix between competences grounded on complementary perspectives and scope. 
The Matrix is mapped in the following table Table, setting the terms for the 
consolidated Competence (Model) Framework of the Youth SCE Tutor, in order to 
identify corresponding competency building activities, for the “Courseware 
Development Framework”, regarding both the VET & SCE Trainer and the Youth 
Worker, coupled with the relevant levels for both sets of tasks – those for the 
“outreaching to the hard-to-reach youth” and of the “learning for the civic and 
professional engagement of the youth on the margins.” While, by assessing the 
significance of each (task-specific) ETS Competence(-y) for the corresponding Core 
Competence(s), we manage to further build an assessment frame for the latter, by 
checking the corresponding performance capacity of the former – see more in part 5. 
With the matrix (table) in the following page, we have constructed a Competence 
(Model) Framework, which can also mirror the EI competence levels to the ETS 
Competencies, grouped in two capacity (competency) levels and corresponding to 
the already prescribed groups of tasks of the Youth SCE Tutor – with ever more 
demanding skills from the bottom to the top. According to the Matrix, the more 
demanding skills (ETS Competencies) and the more enhanced EI Competence levels 
are, they are increasing the Youth SCE Tutor’ s capacity to deliver against an 
increasing number – from right to left of the table - of the (core/functional) 
Competencies. 
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[GenY/Z-SCOODLE] COMPETENCE (MODEL) FRAMEWORK: Modular Schemes for both Youth Tutor’ s & Youth Worker’ s Competences building 
GENY/Z-

SCOODLE 
Competences 

“ETS” 
Competences	

Enhancing 
open access to 

marginalized 
youth 

Building with 
youth their self-

esteem & 
confidence 

Building resilience, 
ability to deal with 

ups and downs 

Support youth 
to take 

informed 
decisions 

Developing 
personal & 

professional 
capacity 

Evaluating individual & 
group expectations & 

developing educational 
activities 

Encouraging youth 
towards development 

through group processes 
& learning 

Emotional 
Intelligence 
Competence 

Areas (EI) 

Developing 
evaluative practices 

to assess and 
implement 

appropriate change 

       

AFFECTIVE 
COMPETENCES - help 

an individual assess 
their mood and how 

they manage their mood 
in relation to behaviours 

and relationships  
Organizing & 

managing resources         ADAPTABILITY - helps 
an individual to respond 
effectively to changing 

situations 

Designing 
programmes 

(learning) 
       

Facilitating 
individual & group 

learning (in 
enriching …) 

       
INTER-PERSONAL 
COMPETENCES - 

applying intra-personal 
competences to develop 

a positive relationship 
with other people 

Collaborating 
successfully in 

teams 
       

Displaying 
intercultural 
competence 

       
INTRA-PERSONAL 
COMPETENCES - 

helping an individual to 
assess his/her 

emotional intelligence 

Networking & 
advocating        

Communicating 
meaningfully with 

others 
       

ORGANIZATION INNOVATION CAPACITY (OI) 
 Positive Holding 

Environment 
Groupishness Organizational well-

being 
Systems 

orientation 
Normalization Evaluation Learning Organization 

Max Level        
Sufficient Level        

Not enough        
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Such a Competence (Model) Framework constitutes a concrete and sufficient 
methodological tool in order to build the Competence Development Courseware 
(Training) Framework for preparing Youth SCE Tutors (as in part 6.). And at the 
same time a methodological scheme robust enough to be easily customized, 
occasionally meeting the country and regional/local context specificities. 
Based on the structure of the demanding Competence (Model) Framework for the 
(hybrid) role of the Youth SCE Tutor, we have further worked on identifying a 
corresponding, accompanying set of Assessment Tools. Which would enable those 
Youth Trainers and VET teachers and Youth Workers to first get an understanding, 
through a self- and a peer-assessment process, of the relevance of the competences 
in the “Framework” as well as their individual sufficiency level as it regards each one 
of these competences (see in part 5.). The assessment results will identify “strengths 
and weaknesses” in individual competences and as it regards the capacity to deliver 
the tasks constituting the role (job) of the Youth SCE Tutor, enabling the identification 
of whichever competence gaps that can be addressed, through their targeted up-
skilling (training) by joining corresponding courses, which are to be developed in the 
follow-up phase of this project. 
Then, the goal should be to develop a set of universal analytic rubrics that would 
assess the Youth SCE Tutor’ s competences and would ideally provide information 
about the strengths and weaknesses in each of the competency areas described. The 
work to develop the rubrics was broadly structured into two phases, with the first 
planning phase to include the following: 
• the development of the Competence Framework for the Youth SCE Tutor; 
• the selection and definition of key areas for assessment; and  
• a review of possessing (competency level) criteria and measurable skills for each 

area. 
With the follow-up phase consisting in the development of the “Rubrics Scheme” 
through the stakeholders’ (& experts’) consultation to potentially revise and validate 
the Rubrics’ components. And in this direction, we have defined three competency 
levels for each one of the (functional) Competency Areas and of the Competences (1a, 
2b, etc.). We also foresee that it would be part of the contextualisation -with the 
application - of the Competence Framework, the work necessary for the 
corresponding elaboration (“customization”) of the Rubrics Scheme – see more in part 
5.1. 
The members of the stakeholders, from the target groups of the youth professionals 
as well as trainers and the SCE & VET teachers, while joining the experience-based, 
on-the-job learning courses, should better deploy some sort of prior assessment of 
the Emotional Intelligence competence level, by making use of the self-assessment 
tools that should be accompanying the courses to be developed in the frame of the 
GenY/Z-SCOODLE project. We foresee that the mainly self-assessment tools for the 
EI would be used at least three times in the “training cycle” of the interested 
professionals, either the youth workers and of the VET & SCE teachers, before their 
registering to the available courses, during each individual’ s participation to it and, 
one more time, after the formal completion of the relevant courses. 
At the same time, and for the VET and SCE teachers and the youth workers, active in 
an “institution” or “organization”, we will in parallel deploy the Organization 
Innovation capacity team-assessment tools, so that these youth workers and VET 
& SCE teachers would reach a minimum competency level, providing a solid basis to 
assess the potential contribution of the specific individual in a specific organizational 
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context. Thus, fostering certain gaps, either on the side of the individual or on the one 
of the organization, gaps which need to be addressed in reasonable time intervals. 
As stated already, within this (GenY/Z-SCOODLE) Project we have undertaken the 
effort to bridge the gap between existing – among the practicioners in the field of 
working with youth - competences and the required ones, in order to sufficiently 
deliver the necessary tasks of the specified job (role) of the Youth SCE Tutor. Starting 
with the present document, by identifying the corresponding methodological 
framework and next, by proceeding with the deployment process and the relevant 
implementation steps, which should include 
(i) the customization of the Competence Framework to meet the national and local 

needs, 
(ii) together with the deployment of the related accompanying assessment tools, 

and 
(iii) the corresponding instructional design, the latter by employing the “Course(-

ware) Development Framework” in order to justify and build relevant Courses 
– starting in the frame of the IO3. 

Following the conceptual approach already referred to in parts 3 and 4 of the 
document, the afore-mentioned implementation steps will be undertaken by the 
corresponding clusters of relevant stakeholders at local (communities’) level, both for 
the further validation of the Competence Framework as well as for the building of the 
appropriate for each pilot site (country/locality) set of courses, by making use of the 
Course Development Framework. 
To this end, by deploying the so-called design thinking, the user-centered strategy 
(see reference in parts 3 and 6), the whole process comprises five stages, namely 
“Empathize”, “Define”, “Ideate”, “Prototype” and “Test”, while being of great efficacy 
especially when there is a need to tackle ill-defined or hardly known (understood) 
problems. As with the case of the problems which are leading to the increasing 
marginalization of young people and with those problems hindering the much-needed 
collaborative approach among different professional groups, youth workers, adult 
educators and SCE teachers and VET trainers, coupled with the relevant organization 
practice (“stuckness”). 
By embracing human-centered design it seems that even the seemingly intractable 
problems, like poverty, gender equality and, as with the case of the GenY/Z–
SCOODLE Project, the youth marginalization, are becoming solvable. By sending the 
message that the people who face those problems are the ones who hold the key to 
their solution. Human-centered design offers problem solvers of any stripe – our 
project team and experts and professionals in the field of fighting youth 
marginalization and helping young people get (re-)engaged with their “lifeworlds” - a 
chance to design with their “communities”, in order to deeply understand the people 
that they are looking to serve, the hard-to-reach and teach young people. 
In order to come up with an innovative social inclusion model, encompassing the vital 
role of the Youth SCE Tutor, we are identifying in this document (IO1) an evolutionary 
Competence Framework. Which is reflecting in terms of the corresponding 
competences the whole competency-enhancing cycle for the (hybrid) role of the 
Youth Tutor, from the phase of the latter being a young, relatively experienced youth 
worker and or VET/SCE teacher working with young people on the margins, to 
becoming engaged with the community settings and the ultimate beneficiaries and 
then turning into an experienced Youth SCE Tutor, eventually capable of 
systematically deploying professional development activities with her/his peers, 
active in institutions with OI capacity. 
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Based on the Competence Framework, as outlined previously, the project provides 
also with a Competence Development Courseware (Program) Framework - in IO2 - to 
enable the key actors, the VET trainers and SCE teachers, together with other youth 
professionals, to acquire the competencies they need to work with the youth on the 
margins. It then provides training for the would-be Youth SCE Tutors, creating the 
space for the relevant competencies to be acquired and applied by them, while 
working and co-producing ideas and experiments for civic actions with marginalized 
young people. The utility and scalability of the solutions will therefore be tested 
through collaborative action research involving youth workers and teachers and 
young people, aiming at solutions to real problems of these vulnerable groups of 
people. 
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1. Introduction: Capacity Building for Youth Inclusion 
 
The aim of this document is to identify those critical jobs in the field of Youth 
Inclusion, by referring to a set of tasks and related code of practice, ethos and 
attitudes, in order to prescribe a corresponding “open” Competence Framework 
(Model), with certain degrees of freedom, flexible enough to be contextualized 
(“customized”) to fit varying circumstances and youth profiles, while corresponding 
to both the second chance education (learning) legacy and the youth support 
services’ practice as well. The scope is to effectively provide with competence 
enhancement through in-service (on-the-job) training and professional development 
those working in the field, in order to eventually contribute to the capacity building of 
the youth (social) inclusion settings around Europe and internationally. 
Further on, for the successful deployment of the Competence Framework, the present 
document prescribes a set of processes, coupled with assessment methods and 
“tools”, which seem appropriate in order to assess the availability and the level of 
these competences acquired, by the persons interested in taking up the jobs, which 
will critically enhance the work outcomes (effectiveness) of the relevant bodies and 
organizations which cater for youth support services and especially in terms of 
outreaching to and re-engaging in learning, for personal and professional 
development, those young people who are either facing significant marginalization 
risks or already being on the margins. Following our analysis and understanding about 
the emerging job profiles and tasks and relevant skills in the field, we have identified 
the role of the Youth Second Chance Education (SCE) Tutor, which would include 
mainly as a core set of tasks the ones to deliver effective outreach and learning re-
engagement for the hard-to-reach young people, occasionally accompanied by other 
tasks to deliver counseling and guidance services or technical skills’ development. 
In the literature and in the work of the European Youth Forum (EYF, see at 
https://tools.youthforum.org/policy-library/), the following has also been prescribed. 
Youth workers work with young people in a wide variety of non-formal and informal 
learning contexts, typically focusing on their young charges’ personal and social 
development through one-on-one relationships and group-based activities. While 
acting as trainers and facilitators may be their main task, it is just as likely for youth 
workers to take a socio-educational or social-work based approach, and in many 
cases these roles and functions overlap – or complement each other.  
The welfare system that lies at the heart of the European social model should protect 
and promote the economic and social well-being of all its citizens. However, young 
people face many barriers that prevent them from fully enjoying their social rights and 
allow them to live with dignity, distancing themselves from poverty. Among other 
things, the European Youth Forum works at the European level to help young people 
realise these rights, by advocating for policies that improve young people’s access to 
social protection, quality jobs, and other rights like housing and access to mental 
health services. 
Moreover, it helps to identify quality criteria and indicators - in and for youth work -, 
as highlighted in the Council conclusions on quality of youth work (2010) and in the 
final declaration of the 2nd European Youth Work Convention (2015). As, “… there 
needs to be a core framework of quality standards for youth work responsive to 
national contexts, including competence models for youth workers, and accreditation 
systems for prior experience and learning …” 
At this starting point it is necessary to identify the main target groups, whose members 
will be addressed in order to become engaged in the process of getting prepared and 
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of taking over the role of the Youth SCE Tutor, in the youth organizations and second 
chance education and vocational training centres. These groups would be the 
professionals already in the field, the youth workers already active in the context of 
offering services to the young people, as well as those teachers, trainers and other 
educators working with the same young people – especially of the so-named 
generations “Y” and “Z”. These professionals and often experienced educators would 
need to increasingly address varying young people’ s profiles, with a common, 
defining characteristic, being their distancing from learning as an everyday experience 
as well as a disciplined, structured process of acquiring knowledge, together with 
skills to apply this knowledge and come up with solutions to real-life problems. These 
youth work professionals and other (second chance) educators will be invited to join 
a set of problem-awareness activities and “design thinking” procedures in the course 
of the “GenY/Z-SCOODLE” Project, in order to validate a structured process for the 
consolidation of a contextualized set of tasks and corresponding competences 
(“Competence Framework”), together with the relevant instructional design 
(“Courseware Framework”) of the Training Program and the assessment methods and 
tools, which would eventually provide with a reliable solution for the capacity building 
of professionals and the youth organizations to address increasing youth inclusion 
needs. 
According to the findings which have been presented to identify the scope of the 
“Generation Y/Z – SCOODLE” Project, it is for the first time since World War II that 
there is a real risk for today's generations of young people – comprising age cohorts 
from the so-named generations “Y” and “Z” - to end up less well-off than their parents 
(White Paper: The future of Europe March 2017). With 29% of the 16-29year olds in 
the EU being at risk of poverty or social exclusion and 14.5% and 17.2% of those 
aged 20-24yrs and 25-29yrs respectively being NEETs (Eurostat 2019). And with the 
seasonally adapted average youth unemployment (under 25yrs) jumping from 15%, 
in July 2019, to 16.4% in May 2020. The Southern Europe faces heavier conditions, 
with a larger increase in Greece, from 33.8% to 37.5% and in Portugal, from 19.6% 
to 21.4%, lower increase in Italy, from 27.9% to 28.3%. Whereas, in Central and 
Northern Europe, as in Germany, it has only moved from 5.7% to 5.8%. 
Under such prevailing conditions there is a need for sophisticated and innovative 
initiatives, involving and empowering these young people, enabling them to become 
architects of their own lives, build their resilience and equip themselves with life skills 
in order to cope with a changing world; thus, encouraging them to become active 
citizens, agents of solidarity and positive change for the communities across Europe. 
To this end, fighting youth exclusion asks for measures and programmes to increase 
the availability of learning opportunities as well as personal and professional 
development ones for the young people, by deploying the “second chance education” 
legacy and fostering the role of the so-named “key competences”, in order to cover 
the young people’ s potential gaps in terms of these “transversal skills” - supposed 
to be developed through school education - and, in this way, empowering them as 
lifelong learners. 
Existing evidence highlights some emerging clues as to how young people’s civic 
participation and democratic engagement is evolving. First, it seems likely that 
engagement is linked to things that really matter to young people, with the young 
teenagers being motivated towards concerns that are real, material and immediate, 
and the older youth being more drawn to abstract concepts around global issues like 
climate change. Second, if young people’ s housing, health, education and 
employment needs are not met, it affects their engagement in social, civic and political 
life – but in ways we do not fully understand. Some studies suggest that the link 
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between participation and social exclusion reflects a broader picture of differences in 
the structure of welfare policies, the education and training systems and link to the 
labour markets, the youth unemployment policies, gender relations and 
representations of youth in different “youth systems” across the EU (Kutsar and Helve, 
20122). Third, civic, political and democratic participation appear to be linked more 
generally to the opportunities young people have for empowerment. But this can find 
expression in a number of ways – for example by encouraging young people to 
articulate their ideas in educational programs (like the “citizenship” courses) or by 
engaging young people in social enterprises. Fourth, community and family appear to 
be influential environments in which civic socialization takes place. It is a common 
perception, for example, that young people susceptible to radicalization are loners 
who come from disadvantaged backgrounds, yet studies suggest that radicalized 
youth are more likely to be highly-educated members of affluent families, living in 
communities with high levels of social capital3. Another study, carried out for the 
European Parliament, shows that, contrary to conventional wisdom, there is no strong 
evidence that ideology conveyed through texts, videos or social media is the primary 
factor of the “passage to violence”4. What the EP study highlights is that there is no 
single cause of youth radicalization. 
Under the afore-mentioned circumstances, an important aspect of the changes to be 
pursued in order to duly respond to the re-engagement needs of these young people, 
has to do with the inertia characterizing all those organizations, which are active in 
offering work and services for the public interest, including those for the support and 
re-engagement of the hard-to-reach young people, be they learning, accommodation 
and or health services, etc. The key problem is the emerging resistance to change – 
the “stuckness” –, which could be identified when “a person, a family or a wider social 
system is being enmeshed in a problem in persistent and repetitive ways, despite 
desire and effort to alter the situation.”5 
A range of studies demonstrate that learning organizations – and other bodies offering 
work to the public interest - get stuck because of the changing nature of their 
structures and governance, often related to the recent move from direct central 
government control over education and other welfare services and programs towards 
greater devolution. This has led to increasing pressure on the head teachers, 
governors and other managers to deliver “choice” and “quality” and eventually “value 
for money.” It has put pressure on schools and youth organizations to develop new 
roles for staff, engaging more collaboratively with head teachers, school governors, 
the young people on the margins as well as parents and other community members 
in improving guidance, counseling and engaging and learning practice.6 While and 
according to the prevailing notion, schools and training and adult learning providers 
and youth support centres should foster the needs of those so-called “new millennium 
learners” (NMLs) - those born after 1982 (Pedró, 2006; OECD, 2008; Atwell, 2008) 7. 
It is claimed that NMLs require a new form of learning based on “personal learning 
environments” and which is “life-embedded”, being part of a seamless process 

 
2 Kutsar, D. and Helve H. (2102), Social inclusion of youth on the margins of society, Luxembourg: Publications 
Office of the European Union. 
3 Bhui, K.N., Warfa and E. Jones (2014), Is violent radicalisation associated with poverty, migration, poor self-
reported health and common mental disorders?, Plos One. March 2014. 
4 Bio, G.L., Bonelli, E., Guitett, F. and Raazzi (2014), Preventing and counter-acting Youth Radicalisation in the EU, 
European Parliament & DG for Internal Policies. 
5 See Neumann, J.E., Kellner, K., Dawson-Shepherd, A. (1997), Developing Organisational Consultancy, Routledge. 
6 Cullen, J., Cullen, C., Hamilton, E., Maes, V. (2011), Mapping and assessing the impact of ICT-based initiatives for 
the socio-economic inclusion of youth at risk of exclusion, European Commission, IPTS, Seville. 
7 See for example Graham Attwell (2008) http://www.checkpoint-elearning.com/article/5655.html 
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in which there is no separation between school, home and work. NMLs are also 
fuelling a demand for the more widespread use and integration of digital 
technologies within their engagement practice. While, contrary to that, there is 
strong evidence of organisational and cultural resistance to these technologies 
within the schools (Childnet International, 2008; OECD study,2008; Cullen et al, 2011) 
and similar actors. Studies, both from the USA and the EU show that, although 
students and their parents have positive attitudes towards the more widespread use 
of digital technologies, there is significant resistance from teachers and, more 
markedly, from the organization management. 8 
Thus, “stuckness” in schools and youth organizations can be conceived as a vicious 
circle that is created by the initial stresses and anxieties that youth practitioners and 
teachers have to deal within their work, whilst the strategies that are developed to 
manage these anxieties – reflected in a desire to preserve the status quo and resist 
change  – the subsequent anxieties and fears generated by pressure to change, and 
finally the stresses and anxieties created by not changing in the face of these 
pressures. A key issue in this “cycle of stuckness” is that it is not simply an individual’ 
s, teacher’ s or youth worker’ s problem, but a rather organizational one. As 
organizational behaviour experts have argued, organisations typically act as 
“defences against anxiety” by operating in “groupishness” mode (Bion, 1961, Miller, 
1996).9 In this respect, whilst on the one hand the “conscious” (work group) 
organizational mode involves the work group and its leadership in defining explicit 
tasks, rational rules, conflict mechanisms and management of change, in 
“unconscious mode”, people and their organisations create and apply strategies to 
reduce anxieties by resisting change. These include strategies creating a “holding 
environment” to blank out the stresses of both the internal organisation and the 
external world (Winnicott, 1965), and “mirroring” behaviour – resisting change by 
adopting the dysfunctional behaviours of “clients” (Menzies, 1975). Thus, it follows 
that the main area where innovative interventions are needed for sustainable capacity 
building solution, in youth organizations and adult learning (second chance education) 
providers, is where these tensions will surface most, in the learning governance 
ecosystem of these organizations; in the interface where the different roles and power 
positions of the youth organization system, senior management, staff, trustees, 
parents and students, converge. It is the way that the learning ecosystem is being 
structured that needs reforming. 
That is why the approach adopted by the “GenY/Z – SCOODLE” Project to the afore-
mentioned issues echoes the understanding that enhancing the professional 
competences of the youth tutors and of the other practicioners in the field cannot be 
achieved without the active collaboration of other stakeholders in the youth service 
sector, by establishing collaborative action learning environments, especially 
addressing real-life problems. This approach builds on the work carried out by 
partners in youth organisation development (“COMANITY” and “KEYSTONE” 
projects), in SCE teachers’ CPD (“DISCO” and “EPODS” projects), to support better 
governance and more effective learning and youth re-engagement, by building an 
environment – and solutions - to support a “learning community” for youth 
organizations, fostering a collaborative learning environment that supports 
“sensemaking” between the different actors, including youth professionals, teaching 
staff, managers, governors and the young people themselves. 

 
8 Cullen, J. (2011), Mapping and assessing the impact of ICT-based initiatives for the socio-economic inclusion of 
youth at risk of exclusion, IPTS, Seville. 
9 Bion, W. (1961), Experiences in Groups, The Tavistock Institute. 
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According to the Council’ s of Europe “Youth Work Portfolio Competence 
Framework”, those practitioners – professionals or even trainers and VET teachers - 
working with young people have to be capable (1) to address the needs and 
aspirations of these young people and (2) to provide them with learning opportunities, 
especially those who are in need of safe, motivating and inclusive learning 
environments. In this respect, the GenY/Z – SCOODLE Project aims at the following 
objectives: 
• To upgrade the effectiveness and the innovation capacity of those actors – 

organizations and agencies (and NGOs) - working with especially hard-to-reach 
young people, together with the quality and potential recognition of the 
professional development of the youth workers and adult educators, youth 
mentors and tutors, through 

• facilitating their engagement with a transformation process, together with those 
hard-to-reach young people (end beneficiaries) - who have distanced themselves 
from learning –, by validating state-of-the-art “Second Chance Education” tools 
and pedagogical processes, empowering their transversal skills and 
strengthening their equity in learning, while 

• building European communities of both youth workers, educators and young 
people, around learning hubs for youth practitioners and professionals, with the 
aim to boost the necessary organization innovation capacity in the context of 
youth centres, SCE centres and training (“adult education”) providers. 

So, the main Outcomes of the GenY/Z-SCOODLE Project consist of 
(c) a sustainable solution for collaborative, on-the-job professional development 

of youth practitioners and adult educators, based on state-of-the-art “second 
chance education” methods, together with 

(d) a framework for innovation capacity building for those actors working 
especially with hard-to-reach young people. 

To this end, the Project is going to deploy an innovative approach by bringing together 
youth professionals and adult educators on designing processes and developing 
tools and resources, with the aim to build collaborative learning ecosystems to re-
engage the hard-to-reach young people. These professionals and experienced 
learners will work collaboratively to develop at first a Competence Framework, which 
will facilitate the assessment and recognition of their professional competences, thus 
strengthening their ownership on their continuous professional development. 
Competences are effectively being developed through action learning and practical 
activities and therefore practitioners would better be offered with alternative 
competence development pathways (from the Framework under development), 
depending on their prior learning and experience and demonstrate and evidence 
afterwards the competences acquired through the adaptation and development as 
well as testing of the tutoring means in the corresponding “on-the-job learning 
environments.” Such an approach will be served by making course-design and 
delivery tools available to the youth practitioners, through the Courseware 
Development Framework. With the Competence Framework comprising the 
foundation of the Courseware Quality Framework, which will guide and benchmark 
the development of tools & resources, deploying blended learning methods and 
embedding problem-oriented and project-based (action/experiential learning) 
activities. 
The afore-mentioned (professional) Competence Framework has been entitled in the 
project proposal as the "Youth SCE Tutor Professional Competence Framework (& 
Accreditation Scheme)" and it will critically aim at strengthening the professional 
awareness and capacity building of the youth workers and of the other youth 
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professionals, including teachers/trainers who have been engaged with supporting 
the young people, in order to offer engaging learning opportunities especially for those 
hard-to-reach. The framework will identify and recognise those areas of competence 
(knowledge, skills & attitudes) that underpin the youth workers’ diverse and multi-
faceted role. The Framework will have to embed (i) a description of broad number of 
tasks to be delivered by the youth workers and tutors in the course of their everyday 
work, together with (ii) a set of corresponding competences (skills & knowledge) to be 
acquired at a significant level for an adequate performance of these tasks and which 
practitioners will demonstrate in the course of their professional development 
process, during the training activities and while carrying out their day-to-day work 
within a second chance education setting. The Framework will also be accompanied 
by (iii) a set of learning outcomes which will identify what the practitioner will do to 
demonstrate and evidence her/his competency (competence developed), together 
with an e-portfolio solution, where practitioners can evidence their competence 
development, through self-reflection and open recognition practice, as well as with 
(iv) a set of guidelines on how to develop "accreditation schemes" for the Youth SCE 
Tutors & Youth SCE Trainers. 
The project will develop, in parallel, the second pillar (intellectual) output, based on 
the Competence Framework, which will constitute (i) a Courseware Quality 
Framework, embedding quality benchmarks in terms of learning objectives, learning 
sessions and learners’ participation and the implementation of (ii) an online 
environment for the youth workers’ on-the-job competence development, with 
learning materials and courses. As we have promised, the project will build and 
validate an easily contextualised Youth SCE Tutor Professional Competence 
Development Courseware, in order to support the diversification of offers (SCE 
competence development opportunities) to youth workers and other youth 
professionals, by deploying blended learning schemes, easily tailored to the 
diversifying needs of disadvantaged and disaffected learners. 
While the SCE Youth Professional Competence Framework would correspond to the 
targeted aims of the youth workers’ professional development and the youth centres’ 
innovation capacity building, the Competence Development Courseware Framework 
will serve the means for the on-the-fly and on-the-job development and delivery of 
tailored learning experiences and courses, in order to achieve those aims of 
competencies’ development. The coordinated building and validation of the two 
Frameworks in this project will be based on a sound methodological approach which 
will deploy the design thinking methodology and the participatory action 
research/learning practice, as in the following sections. 
The present document consists mainly of five parts. The Introduction provides 
information about the scope of the Competence Framework and the aims served by 
the Framework and the deployment “tools”. The second part is fostering critical 
elements of the problems related to those youth on the margins, or - in a more 
sociologically relevant phrasing – the “hard-to-reach” youth, in fact the end-
beneficiaries’ group, which the GenY/Z-SCOODLE Project considers, in the frame of 
the “Design Thinking” approach, with a rather atopic description of this enhanced 
youth population’ s characteristics and needs. The next part presents how the role of 
the Youth SCE Tutor could contribute to addressing these critical elements, thus to 
the enhancement of such inclusion activities, becoming well targeted to the needs of 
the above-mentioned group. 
Subsequently, the following part presents the documentation of the Competence 
Framework and the identification approach. While the fifth part then justifies and 
presents the assessment methods suitable and the Assessment Tools, which would 
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need to serve in an integrated way the assessment of the minimum necessary 
competency level to be achieved for those to be engaged in and contributing 
significantly to the bridging of the hard-to-reach youth with the community and their 
learning capabilities and youth organizations settings, whereas engaging them in a 
reflection process and raising of their self-esteem and confidence. And, further on, in 
a “competency development” continuum, to serve the assessment of the competency 
level necessary to be achieved, by those youth workers and other educators, to 
become Youth SCE Tutors, who would be interested in taking over the further guiding 
and the engaging of the hard-to-reach youth into counseling and learning activities, 
as the basis for the “Accreditation Scheme.” 
In the closing part 6, we provide the application context of the Competence 
Framework, which would offer a valid basis for the follow-up relevant and interwined 
phase for the instructional design and carry on with for the building of the 
Competence Development Courseware Framework to prepare those professionals as 
the Youth SCE Tutors. 
As we justify hereon, we are adopting the so-called Persona technique in order to 
identify the role of the Youth SCE Tutor, by identifying the broad set of Tasks of the 
Job and, on this basis, those competences related, and competency levels 
necessary, for the sufficient delivery of this role/job. 
The Competence Framework (Model) for Youth SCE Tutors, in order to work 
internationally, is a tool to support youth work activities that have a strong educational 
dimension, to enhance the learning competency of the youth on the margins, who 
have already been distancing themselves from any sort of learning. The model is not 
set in stone, but should serve as a dynamic framework that will keep on evolving. 
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2. Addressing the problem of Youth “hard-to-reach” 
 
The rapid and constantly changing economic and social conditions already 
experienced during the starting decades of the 21st century across the developed 
world, have transformed at the same time both the global and the regional/local labour 
markets and the communities. The modern work environment is now characterized 
by flexibility and limited security – codenamed “flexicurity” - and increased risks of 
frictional unemployment, i.e. increased difficulties faced by those entering the labour 
market. Especially and more particularly in those labour markets preserving high 
levels of protectionism - in a number of economic goods’ markets and in the labour 
market as well. Under the circumstances, young people are one of the population 
groups that have been affected more. Levels of youth unemployment were historically 
high and running at 23% in the EU back in 2015, with levels of over 50% in Greece, 
Spain and Portugal. Early School Leaving was still 12% on average in the EU in 2015, 
and above the target of 10% in half the member states. Whilst, one third of the 
Member States have not reached the tertiary education participation target of 40%. 
We could have a more sound picture of the prevailing youth unemployment, through 
the last period of 15 yrs. The following figure shows the EU population of young 
persons 15-24 years old divided into three groups based on their labour force status 
and its evolution from 2005 to 2020. It seems that youth unemployment has been 
decreasing from 4.5m in 2005 to 3.5m in 2008. It began to rise in 2009, reaching 4.7m 
in 2013 and hereafter gradually decreasing to a new low of 2.8 in 2019. Furthermore, 
the number of young persons outside the labour force in the period 2005-2019 was 
the highest in 2005, reaching 31.6m and the lowest in 2019 with 28.1m. After that, 
both the population of unemployed and people outside the labour force increased in 
2020, to 2.9m and 28.9m respectively. At the same time, the number of young 
employed people dropped by 0.9m and reached 14.6m, with the increase of 0.7m in 
the number of people outside the labour force between 2019 and 2020 being the first 
in this sub-population recorded since 2005. 

 
 
Given that not every young person is in the labour force, the youth unemployment rate 
does not reflect the proportion of young adults who are unemployed among all young 
people. Young people outside the labour force are not included (or not taken into 
account) in this rate. In this sense, the youth unemployment rate may be high even if 
the number of unemployed persons is limited, when the number of young persons 
who are employed is limited as well. This specific discrepancy does not become an 
issue for the unemployment rate of the whole working age population due to the 
higher participation of that population in the labour market. Whilst, another indicator 
of youth unemployment published by Eurostat, the youth unemployment ratio has the 
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same numerator as the youth unemployment rate but different denominator, the total 
population aged 15 to 24 yrs, thus giving an unemployment-to-population measure. 
In 2020, there were 46.4m persons aged 15-24 in the EU of whom 2.9m were 
unemployed. This gives a youth unemployment ratio of 6.3% as in figure following, 
which shows youth unemployment rates alongside youth unemployment ratios for 
year 2020 for each country. Data is based on the EU labour force survey (LFS). The 
youth unemployment ratio is by definition always smaller than the youth 
unemployment rate, typically less than half of it. However, it is worth noticing that in 
some countries the values of the rate and ratio are closer to each other than in others 
- see for example in Malta, Denmark, Austria, Germany and the Netherlands with the 
difference less than 5.0 p.p. While, this difference exceeds 20 p.p. in Greece, Spain 
and Italy. 
 

 
 
Youth work and youth participation in Europe are both facing big challenges. Rising 
youth unemployment, a failure to significantly reduce school drop-out rates, the 
demise of the “community” and its replacement by precarious on-line relationships, 
the loss of faith in mainstream institutions and a large increase in the influx of young 
migrants into EU countries are fueling increased demand for services that provide 
support for those young people who are presenting with increasingly complex, multi-
dimensional issues and problems. While, the global financial crisis, austerity measures 
and pressure on other competing health and social services – for example those 
providing for the needs of an increasingly older population – is sometimes leading to 
significant cuts in service provision in the youth sector all over Europe. 
At the same time, the weakness and even “failure” of the dominant system of values, 
to restrain anxiety and inspire and foster the social pathways of young people, has a 
phenomenal impact on their perceptions, understanding of the communities they 
consider abiding to and eventually on their value systems. Despite the undertaken – 
not as yet effective – effort of the developed societies and their education systems, 
we still identify increasing numbers of young people dropping out of the formal 
education system, for various reasons and then remaining outside the institutional 
framework of training and employment, eventually distancing themselves from any 
sort of non-formal and informal learning experiences and skills developing activities. 
As a consequence, a category of "absent" people that "are nowhere" is being created, 
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leading them to the social margin, next to other excluded groups that the social, 
economic and cultural disparities create over time. 
Some terms that are used to describe this category of youth, are “angry young 
rebels”, “quitters”, “escapists”, “cool-dudes10”, attributed to the psychological and 
behavioural profile of them. Such terms are being used to identify these young people, 
that prefer to be or are being considered “on the margins” and they are becoming 
“hard-to-reach”, who are generally characterized as a generation (“Y/Z”) of passive 
young people with low level skills and behavioural problems and with rather limited 
aspirations and not any dreams about their prospective lives. Nevertheless, the 
"abstention" of youngsters most of the time does not constitute their personal choice.  
It has in fact been about “a process whereby certain individuals are pushed to the 
edge of society and prevented from participating fully by virtue of their poverty, or 
lack of basic competences and lifelong learning opportunities, or as a result of 
discrimination. This distances them from job, income and education and training 
opportunities as well as social and community networks and activities. They have little 
access to power and decision-making bodies and thus often feel powerless and 
unable to take control over the decisions that affect their day-to-day lives”. Those that 
are “Not in Education, Employment, or Training” (Eurofound 2012, 23 and 4011), 
referred to with the acronym NEET, are young people aged 15–24 (see European 
Commission 2011, Ref.2). While the term is also used in the OECD documents when 
referring to the 15–29 age group (see OECD12 2013, 326). According to the Eurofound’ 
s Study as well as other comparative analyses’ studies13, NΕΕΤs in Europe constitute 
a very heterogeneous population with many subgroups with differing demographic 
and social characteristics and needs: 
• The conventionally unemployed: the largest group, which can be grouped into 

two subsets, in order to better prioritize potential cushioning policies, which are 
the long-term and the short-term unemployed. 

• The unavailable: encompasses new care-receivers, young people with family 
responsibilities, young people who are ill or people with disabilities. 

• The disengaged: young people who are not looking for work or education and live 
in a dangerous or even anti-social way of life. 

• The opportunity-seekers: those looking for work and education but looking only 
after often discouraging opportunities, because they are only interested in those 
that meet their skills. 

• The voluntary NEETs:  who travel and engage in other activities, such as art, music 
and self-directed learning. 

In addition to the above subgroups, there are also some sections of the population 
that are at higher risk of being in the social vulnerability category. Those with a low 
educational level, young people from single-parents’ (usually mothers') families or 
people experiencing serious health problems and young people with a hard family 
background. 

 
10 http://www.ijhssnet.com/journals/Vol_4_No_6_April_2014/26.pdf 
11 Source: https://www.eurofound.europa.eu/publications/report/2012/labour-market-social-
policies/neets-young-people-not-in-employment-education-or-training-characteristics-costs-and-
policy  
12 Source: 
https://www.oecd.org/els/soc/CO_3_5_Young_people_not_in_education_or_employment.pdf  
13 Social Problems, Entrepreneurial Behaviour and NEETs, Antonio Santos-Ortega, David Muñoz-
Rodriguez and Arantxa Grau-Muñoz (2021), The Palgrave Handbook of Minority Entrepreneurship, 
Springer Nature Switzerland - AG2021 (at https://books.google.gr/) 
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Taking all these into account we are experiencing a stark divide between “young 
people who study, are confident of finding a job and who engage in social, civic and 
cultural life, on the one hand, and those with little hope of leading a fulfilling life and 
who are at risk of exclusion and marginalization, on the other” (EU Youth Report, 
2016).14 Young people on the wrong side of this divide correspond to the young 
Europeans who cannot find work, to those who are neither in employment nor 
education or training (NEETs) and to those at risk of poverty or social exclusion 
(Eurostat). Poverty rates are higher for young people than for the overall population 
and involuntary part-time work or protracted temporary positions expose this 
generation to a risk of long-term poverty. Young people with a migrant background, 
low educational achievers or young people with health issues are more likely to 
become NEETs. Unemployment among native-born youth with immigrant parents is 
almost 50% higher than among other young people in the EU (OECD, 2015). 
These young people on the “wrong side” of the divide find it difficult to express their 
political voice. The less educated or less involved they are in social activities, the less 
they take part in voting, Tutoring or cultural activities. For instance, NEETs have less 
trust in public institutions and participate less in social and civic activities than their 
peers (EU Youth Report, 2016). Below, in the following figure, the diagram based on 
the outcomes of recent LFS data (2020) shows the percentage of marginalized young 
people, compared with young people participating in education and the global labour 
market. 
 

 
 
At 15 years of age, nearly 100% of the population in the EU and its Member States 
are still at school. As the young grow older, many move into the labour force, 
becoming employed or unemployed, or remain outside the labour force. Not all young 
people make this transition at the same age, so there is a gradual rise in the number 
of young people in the labour force. The figure above shows the proportion of young 
people in formal education and/or in the labour force at each year of age (data for EU, 
2020). Those not in formal education are coded in a darker colour shade. Each colour 
corresponds to a labour status (orange for employed, red for unemployed, and blue 
for outside the labour force). As can be seen there is a steep rise in the labour force 
participation (dark and light orange and red), from 4.4% at age 15 to 70.7% at age 
24. This steep increase explains the difference between the youth unemployment 

 
14 European Commission (2016). EU Youth Report, 2015. Luxembourg: Publications Office of the 
European Union. 
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rates and youth unemployment ratios, introduced in the previous section. This is a 
distinctive feature of the young population and it has no equivalent at other ages, 
except for the gentle decrease in labour participation by older workers as they retire. 
The following figure is using age ranges to present the same state-of-play. 
 

 
 
For these schematic presentations of the proportion of young people aged 15 to 34 
years old in formal education and in the labour force at each age we need to consider 
the following. 
• All those who are employed or unemployed according to the ILO definitions, are 

classified as being in the labour force and are represented by an orange colour. 
• All those who state they have been in formal education or training during the 

previous four weeks are considered as being a student or apprentice, and are 
represented by a light colour (light blue or light orange). 

• Finally, those who are both in formal education or training and in the labour force, 
as employed or unemployed, form the overlap between formal education and the 
labour force and are represented by a light orange colour in the schematic 
representation. 

While the overlaps between education and labour force participation correspond to a 
range of different situations. For some young people, employment is subordinate to 
education, for example, in the case of a student who works for just a few hours a 
week. Others are employed and enrolled in a formal education programme at the 
same time (such as apprentices), or they study after work to qualify for a diploma. 
Education and work may take place at different times of the year (e.g. students 
alternating between their academic course and summer jobs) or in parallel (e.g. 
students working at weekends or in the evenings after classes). The same activity may 
count as both education and employment e.g. apprenticeships, paid traineeships (if 
part of a formal programme), or specific vocational training phases integrated into 
some study programmes in tertiary education. In line with ILO guidelines, paid trainees 
are classified as employed, but unpaid trainees are not. 
Most young unemployed people are not in formal education (2.1m aged 15-24 and 
5.7m aged 15-34 in 2020) but still some of them are in formal education (0.8m aged 
15-24 and 1.1m aged 15-34 in 2020). In addition, there are many young people who 
are employed and also in formal education (5.9m aged 15-24 and 8.6m aged 15-34 
in 2020). As can be seen, there are more young people who are employed while in 
formal education than young people unemployed (whether in formal education or not). 
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We are thus claiming that the end-beneficiaries of the GenY/Z-SCOODLE project are 
marginalised, vulnerable and “at risk” young people. Who, from whatever 
background, are arguably facing more problems and challenges than the post-war 
generations that came before them. Young people now live in a “risk society”, as the 
old institutions of the industrial society - family, community, social class - are 
undermined by globalization, economic instability, cuts in education and welfare 
budgets and withdrawal of support for transitions from school to higher education 
and to work - young people must learn to “navigate in their society” for themselves 
(Beck, Giddens and Lash, 1994; 2000). For young people from disadvantaged 
backgrounds, these risks are amplified. Social class, gender, ethnicity and geography 
heavily prescribe the career choices and aspirations of young people. Young people 
from family backgrounds with a history of parental unemployment, low levels of 
education, low income and health issues are more likely themselves to under-achieve 
in education, become unemployed or get low-paid, precarious jobs (Pantazis et. al., 
2006).15 Young people from communities with high levels of poverty, poor housing, 
high levels of deprivation, health issues and crime are more likely to become NEET 
and long term unemployed in later life, because more affluent communities enjoy 
greater access to and monopolisation of resources. Inequalities are therefore 
reproduced through everyday life. 

Social exclusion is therefore multi-dimensional and self-reinforcing - see the European 
Commission’ s definition of the “young people ... pushed to the edge of society and 
prevented from participating fully by virtue of their poverty or lack of basic 
competencies and lifelong learning opportunities, or as a result of discrimination... 
thus often feel powerless and unable to take control over the decisions that affect 
their day to day lives”.16 And evidence suggests that unemployment contributes to a 
situation of multiple exclusion for young people, since it is linked with mental health 
issues, youth offending and anti-social behaviour, social isolation and withdrawal from 
civic participation (Eurostat, 2013). Further evidence suggests that these structural 
problems faced by disadvantaged young people are reinforced by other factors like 
monetary poverty, insufficiently incentive-driven social protection, a low investment 
in education and lifelong learning, a lack of public services that allow (re-)integration 
into the labour market, etc. (Reuter, 2012). Again, a number of studies have shown 
that a significant proportion of young people from disadvantaged backgrounds are 
also “digitally excluded” with poorly-developed digital and media competences. 
(Redeker et. al. , 2008; Cullen et. al., 2014). 17 
What seems to be happening is that young people’s civic, political and democratic 
participation is not in decline, rather it is in transformation. The EU Study on youth 
participation concluded that a number of factors are contributing to this shift18. First, 
structural changes in society associated with globalisation, individualisation, 
consumption and competition19. In a very short space of time, young people have 

 
15 Pantazis, C., Gordon, D. and Levitas, R. (2006) Poverty and. Social Exclusion in Britain, Bristol, The 
Policy Press. 
16 COMMUNICATION FROM THE COMMISSION TO THE COUNCIL, THE EUROPEAN PARLIAMENT, THE 
EUROPEAN ECONOMIC AND SOCIAL COMMITTEE AND THE COMMITTEE OF THE REGIONS, An EU 
Strategy for Youth – Investing and Empowering A renewed open method of coordination to address 
youth challenges and opportunities" 2009 
17 Redeker, C, A Hache, C Centento (2008). Using ICTs to promote education and employment 
opportunities for immigrants and ethnic minorities. IPTS Policy Brief. Seville 
18 EACEA (2013). Youth Participation in Democratic Life. Brussels. 
19 Kestilä-Kekkonen, E., 2009. Anti-party sentiment among young adults. Young, 17(2), pp. 145-165 
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seen their world itself transform. Second, the emergence of new forms of participation 
that are more attuned to young people’s interests and lifestyles, for example social 
media20. Third, a growing dissatisfaction among young people about how the 
“culture” of formal politics operates. But we don’t know enough about how this 
transformative process is working, and what the implications are for the inclusion of 
young people. The EACEA study on EU youth participation shows that even when 
new forms of civic and political mechanisms are developed to cater directly for young 
people’s interests – Youth Parliaments, Youth Councils and the EU ‘Structured 
Dialogue Process’ –, there is still a dominant perception among young people 
generally that these processes and structures “are not sufficiently representative of 
youth in their diversity” (EACEA, 2013). Equally, although many young people ask for 
a greater use of social media by politicians, in practice, when this happens, it leads 
to “overall more negative perceptions of politicians and an increased perception of 
the gap between political elites and the young.” 
 

 
 
  

 
20 Furlong, A. and Cartmel, G, 2011. Social Change and Political Engagement Among Young People: Generation 
and the 2009/2010 British Election Survey. Parliamentary Affairs, 65, pp.13-28 
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3. Engaging hard-to-reach Youth in Learning Communities 
 
Research has been delivered on how the transformation in the participation of young 
people is happening and there are a lot of data on young people and participation 
drawn from surveys - for example the Eurostat “Barometer Surveys”21. Surveys are 
useful for painting a broad picture of how young people think, and how they self-
report behaviours, but surveys tend to focus on “generic” issues, delivering “shallow” 
results that don’t drill down into the “deep space” of young people’s “lifeworlds” (Lobe 
et. al., 2006).22 These lifeworlds – a notion to term the “spaces” in which young people 
live their lives – are diverse, complex and messy and the frequently run surveys do 
not capture this messiness and diversity. 
The “lifeworld analysis” approach has been adopted in another ERASMUS+ KA3 
project with the acronym “COMANITY”, in order to track the individualized 
transformation for young people and thus increase our understanding on those 
competences needed for bridging and re-touching to learning experiences of these 
people, especially with community led welfare incubating initiatives, including self-
esteem and confidence building, skills’ acquisition and group development. 
The research base on young people’s civic, political and democratic participation 
highlights many gaps in the current knowledge base, noted above. We don’t 
understand well enough how young people’s attitudes, values and behaviours are 
determined by aesthetic understandings and judgements, mediated through lifestyles 
and membership of social groups. For example – what effect does increasing 
exposure of young people on terrestrial and social media to celebrity culture have on 
their sense of value, worth and power? how do young people view radicalization as a 
political act? Little attention has been paid to the key features of young people’s 
habitat and ‘life-world’, with regard to engagement in civic and political life. 
In this respect, the key messages from the Lifeworld Analysis run in the frame of 
COMANITY were: 
• A common perception of young people is that their aspirations and life 

opportunities are constrained by structural dynamics. Employment prospects are 
poor, the economic situation is precarious, the “gig economy” is taking root and 
young people in these situations need better access to more information and 
more guidance on “good practice”, to help them steer a path through life’s 
transitions. 

• Young people do not belong to “a community”. They occupy multiple 
communities. The Youth SCE Tutor would need to understand how this works 
and how to engage with the complex and multi-stranded lifeworld in which young 
people live. 

• These multiple communities sometimes conflict. There are pressures on young 
people to align to one over the other. This can be one factor that can contribute 
to “risk-taking behaviour” by young people – for example getting involved in 
gangs and criminality. In turn, some young people feel that pressure from family, 
religious and cultural groups they belong to and from peers, makes it harder for 
them to get involved in social and civic activities, like Tutoring. In this context the 
Youth SCE Tutor would need to understand these dynamics and provide support 

 
21 European Commission (2013) Flash Eurobarometer 375. European Youth: Participation in 
Democratic Life. 
22 Lobe, S, S Livingstone and L Haddon (Eds.) (2007. Researching children’s experiences across 
countries: issues and problems in methodology 
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to help young people manage risk-taking and explore opportunities outside their 
boundaries. 

• Young people on the margins report that “mainstream” youth services and 
support – for example youth clubs –are either “off limits” (young people labelled 
as “difficult” are often banned from them) or do not cater for their needs. 

• Young people on the margins have little faith in formal social and civic institutions. 
Thus, the Youth SCE Tutor’ s work should be facilitating a bridge to alternative, 
more innovative ways of getting young people involved in civil society. A strong 
theme highlighted by the Lifeworld Analysis was that young people want an 
alternative to what they see as the consumerist, selfish, individualistic and profit-
chasing societal norm. 

• Young people report they often feel isolated. They perceive a lack of sharing, 
common interests and common spaces in their world, and not enough interaction 
with people outside their boundaries. And thus, the Youth SCE Tutor could act as 
a catalyst for a sharing social economy. 

Against this background, there is an argument that tutoring could partly provide with 
solutions for the enhancement of the capacity of youth centres and other training and 
guidance bodies, to deliver to the bridging of the hard-to-reach young people with 
their communities, thus seen as an effective way of preventing and reducing “youth 
problems”. Yet, studies have shown that participation in such tutoring depends on a 
highly committed middle-class “civic core” of trainers and VET teachers (Eliasoph, 
2013).23 In the UK, for example, 8% of the population provide 49% of the total hours 
tutored. This “civic core” is a well-educated, religious, owner-occupying section of 
the British middle-class, who dominate civic participation. The result of this is that, 
because young trainers and VET teachers are concentrated in prosperous 
communities, they add value to the social capital of these communities and, 
conversely, the social capital of deprived communities is correspondingly reduced. 
Pierre Bourdieu argued that these kinds of processes ensure that inequalities are 
constantly reproduced in everyday life (Bourdieu, 1986).24 In fact many voluntary 
activities and services promote social cohesion, social inclusion and integration. 
Tutoring provides unemployed young people with the experience needed to integrate 
into labour market, leads to the direct involvement of young people in local 
development and plays an important role in fostering of civil society, but - according 
to EU Youth Report, 2016 - the less educated or less involved youths are in social 
activities, the less they take part in such “tutoring measures”. 
Thus, the problem with tutoring is that it does largely neither represent nor benefit 
young people, who are at the margins of our society. The afore-mentioned DG-EAC 
study concluded that the two main factors influencing people’s propensity to be 
“active citizens” are occupation and education. Nearly half of people classified as 
managers actively participate in or do voluntary work for organisations, compared 
with only 36% of white-collar workers. Similarly, almost half of those who left full-time 
education after the age of 20 were most likely to engage in voluntary work, compared 
with only 28% of those who had left full-time education at 15 years or under. This in 
turn reflects age. Because young people in general are less likely to be in a well-paid 
job than older people, and therefore less likely to be able to afford to voluntarily offer 
tutoring. 

 
23 Eliasoph, N. (2013) The Politics of Tutoring. Cambridge, UK: Polity. 

24 Bourdieu, P. (1986). The forms of capital. In J. Richardson (Ed.) Handbook of Theory and Research 
for the Sociology of Education (pp. 241-58). New York, NY: Greenwood). 
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Under these circumstances, youth services and other institutions, including adult 
learning (VET) providers, that work with and to the benefit of the hard-to-reach young 
people, are then faced with rising demand, restricted supply and diminishing 
resources. And they are being left with three main options, (i) to increase the efficiency 
and effectiveness of existing services, (ii) to encourage civil society – particularly 
social innovators and social entrepreneurs – to fill the gaps in service provision left by 
“mainstream” supply, and or (iii) to try to support young people to “help their peers” 
by getting more of them to become “tutors”. 
This leads our analysis to those key jobs, who work with young people on the margins 
with the aim to help them get again engaged with the learning process as a self-
reflection and collaborative experience, thus harnessing their “learning to learn” (key) 
competence. In the front line are youth workers, together with the trainers and the 
adult educators and mentors (tutors). It is estimated that there are more than 1.7m 
youth workers in the EU, the majority of which are trainers and VET teachers (ICF GHK 
calculations based on data in country reports). The type of work they do varies 
enormously, although it focuses primarily on four areas: helping young people to 
participate in meaningful activities, supporting and facilitating their personal 
development, improving their learning and job opportunities and supporting 
eventually those young people’s active involvement in society. 
Surveys show an increasing demand for youth workers, mainly because the economic 
downturn has hit young people the hardest, particularly in the labour market, with one 
in four or in five young people still unemployed. This has put pressure on youth 
workers and other professionals, most of them being “tutors”, working with young 
people to deliver high quality, effective services for larger and increasingly more 
diverse client groups, who are facing increasingly complex problems – as exemplified 
earlier. These professionals are under pressure to become more professionalized, 
demonstrate evidence that what they do works and has measurable outcomes and 
standards, and that they get involved in more intervention-based youth work, by 
responding to the individual needs of young people. 
The young people on the margins or under significant risk to become marginalized 
are usually those joining – or invited to join – the VET and second chance education 
programs and other adult education support measures as well. In order to help them 
revisiting learning, which they have some time already distanced themselves from 
and, eventually, in order to get engaged in self-reflection and self-respect building 
activities, preferably through action learning, community-relevant and problem-
oriented actions. In this respect, it seems that the groups of young people, who both 
youth workers and adult (second chance) educators and VET teachers work with, 
show a number of similarities as it regards the factors and experiences which have 
led them dropping out of mainstream socialization as well as of any form of 
employment and or formal education or non-formal and informal learning. Basically, 
through a long history of negative experiences in education and training, which ends 
up undermining students’ – these persons’ - confidence in their learning abilities, 
something that has a negative long-term impact on their self-esteem. 
Many VET students for example have already faced difficulties in general education, 
and may have dropped out from school, while low achievement in general education 
and a first instance of dropping out, can contribute to a negative self-perception. 
Many of these students – young people - end up by internalising a vision of 
themselves as “poor students”, who by facing serious difficulties again in a VET 
programme, chances are that they will leave education and training for good. Some 
of these young people need to strengthen their self-confidence and rediscover an 
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interest in learning in order to positively re-engage in learning, being the only effective 
“window” to catching up with their realities and becoming active in their communities. 
In this respect, it seems that successful second chance education provision when 
being embedded within the local community, makes it possible to reach out to and 
engage young people from the local area. While, engagement may start with a very 
“light touch” approach and build up a relationship of trust with the young person, 
leading to more formal enrolment in a programme and regular attendance. Thus, 
“second chance” measures tend to involve a range of activities going beyond 
teaching, including outreaching and engagement work. While working closely with 
other professionals who may come into contact with young people, like the social and 
healthcare workers. It seems important to empower professional staff at local services 
to identify and refer those at-risk young people to “second chance” measures, 
especially to “second chance learning” programs. Which the latter taking a broad 
approach, by considering the physical, emotional and psychological well-being of the 
learner. 
Thus, comprehensive “second chance” measures usually employ multi-professional 
teams, reaching at first out to young people and engaging them to join, while the 
teaching staff, VET and other school teachers and tutors see their role as going 
beyond teaching, to include also social and emotional support to help young people 
work through their personal issues. In this context, coaching and mentoring activities 
are rather common amongst, being a core element of the support offered, in parallel 
and for the facilitation of the learning process, enabling the young people to re-
discover an interest in learning, thus enhancing their capacity to develop 
competences and behaviors they need in order to join formal learning and working 
environments. And in view of the fact that the learners joining second chance 
programs come from different backgrounds and starting points, they are facing 
varying skills’ gaps which need to be addressed. An individualized response to fill 
these gaps is then required, which needs to be delivered by deploying assessment 
procedures for the prior learning and experience of each one of the participants to 
these programs. The individualized – fit-to-purpose - approach asks also for the 
flexibility of the program delivered, in terms of making it easier and more convenient 
for the “distanced” learner, the young person, to constructively join the learning 
experience. 
All these require youth workers and the adult education and VET providers to acquire 
the right competences and develop corresponding attitudes which will ensure the 
delivery of these critical tasks which identify the job of the Youth (SCE) Tutor. 
Research suggests that the competences needed to deliver “quality” work to support 
young people on the margins focus on: the ability to forge a close relationship 
between the worker and or tutor and the young person; the capacity to engage in 
“active outreach” with young people in need of help and support; flexibility, 
accessibility and adapting to the needs of young people; identifying appropriate 
learning opportunities, goal setting and recognition of achievements for young people; 
creating safe, supportive environments that enable young people to experience life, 
to make mistakes and to participate with their peers in an enjoyable learning setting; 
allowing young people enough autonomy to drive their own development; engaging 
in partnerships and collaboration with other actors (Dunne, A., Ulicna, I., Murphy, M., 
Golubiva, D., 2014). Working with young people: the Value of Youth Work in the 
European Union. Brussels: European Commission). 
Yet the professional development of those working with the young people on the 
margins remains problematic. Whilst government support is available for training, the 
majority of youth workers and second chance and adult educators seem to develop 
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their skills through a combination of in-house training provided by their organisations’ 
on-the-job learning and the application of their previous learning and experience – 
most of it prior informal learning. While, in the case of trainers and adult educators, 
they usually have received rather “traditional” pre-service training to serve the needs 
of the formal school and after-school education (initial VET) system, having graduated 
from university departments of education or having perhaps received pre-service 
pedagogical training, after their university science or technical graduation. 
This also shows that there is not any standardization of skills and competences 
corresponding to the due delivery of the emerging, demanding tasks of the job of the 
emerging role of the Youth SCE Tutor. And in view of this, the Resolution of the 
Council of Europe on Youth Work (2010) has already recommended that competences 
developed through working with the engagement of young people on the margins 
need to be sufficiently valued and effectively recognized. 
Similarly, as stated in the “EU Strategy for Youth: investing and Empowering (2010-
2018)”, calls for action have been addressed to the Member States to equip youth 
workers with professional skills and promote their validation through European 
instruments like Europass, EQF and ECVET. The Council of Europe has developed 
the European Portfolio for Youth Leaders and Youth Workers, to support the 
assessment and description of competences acquired in youth work. In probably the 
most far-reaching development so far, in the field of training and competence building 
for youth workers, the “ETS Competence Model” has been developed, through the 
European Training Strategy of Youth in Action (2007-2013).  
However, very little research and analysis work has been done on whether the kinds 
of competences highlighted in these initiatives are relevant and “fit for purpose” in the 
new, challenging world in which youth workers are expected to operate effectively; 
whether they can be translated into learning and training, and how well they can be 
applied in practice. Let alone how the potential youth trainers and VET teachers could 
be further encouraged and prepared to contribute to the afore-mentioned youth 
transformation perspective. There is even less evidence on how youth support 
organizations work with other key agents, who are tasked with working with the 
problems young people face in their communities. 
At this point we need to once again reflect on our working background, encompassing 
the common needs of the project’ s primary target groups (end-beneficiaries). Which 
are the young people not in employment, education or training (NEETs), those from a 
migrant background, who are hard to teach and those at risk of dropping out of formal 
education and who are not involved in civic participation. The kinds of common 
needs, which focus on support to acquire core and transferable skills, help with 
transitions (returning to education and training and preparing for finding a job), help 
to surface and work with hidden and latent skills and talents, support to acquire digital 
and media competences, and to build confidence and self-esteem, while helping 
young people become aware of difference and diversity. 
Complexity is amplified by the actions of key agencies, whereas youth workers and 
other tutoring professionals have targets to meet and lack the resources to put extra 
effort into encouraging a more diverse range of participation. They, therefore, often 
make the rational decision not to invest time and resources in less reliable young 
people from “harder-to-reach” backgrounds and communities (Dean, 2016).25 What 
is therefore needed is: 

 
25 Dean, J (2016). Class diversity and youth Tutoring in the UK : applying Bourdieu's habitus and cultural capital. http://shura.shu.ac.uk/11193/ 
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• A new genre of social inclusion measures for youth participation that is more 
embedded in the community, thus showing increased sustainability by enhancing 
at the same time the social capital of disadvantaged communities, measures 
which are identified by 

• new types of competences for those working with young people on the margins, 
making them re-engaged with learning, through 

• ways that help these young people acquire skills to make a positive contribution 
to their own communities (“Learning Communities”). 

These may constitute a rather ambitious, long-term impact of a project like the 
“Generation Y/Z – SCOODLE”, beyond its funding life, which is to provide an 
intervention model for the organisations and other stakeholders, based on the 
emerging role of the Youth SCE Tutor, to use in their practice, together with support 
to adapt it to their needs, so as to improve the quality and effectiveness of youth work 
in the EU. This is the context for the evolution of such a new role (job), which will help 
mitigating the problem, by enabling those professionals working with the hard-to-
reach young people to “step into their shoes”, by understanding their needs, providing 
a credible and trusted source of support, in order to help them to re-engage with 
learning and realise their potential and thus, playing an active role in improving their 
communities. This is the role of the “Youth SCE Tutor”, to be further identified, being 
considered as a “mediator to learning”, who aims at structuring a “learning bridge” 
between young people on the margins and their realities. The Youth SCE Tutor could 
be a youth worker, a young “tutor” who comes from the community, and is trusted by 
his or her marginalized peer group. Or, he/she could be a VET or a SCE teacher, who 
is facing increased difficulties having to support the learning experiences of those 
young people that have already distanced themselves from learning. 
In other words, the Youth SCE Tutors come to catalyze relationships between 
disconnected youth and the learning and inclusion entities. They act as a bridge 
between hard-to-reach young people and the formal youth services, including VET 
and SCE schools from which they feel alienated. The ultimate task of the Youth Tutor 
is the one of persuading marginalized young people that they can contribute to 
helping themselves and their communities, by joining fulfilling learning experiences 
and learning communities, taking an active role in their community’s social, cultural 
and civic life. In this respect, with the innovative character of the Youth SCE Tutor’ s 
role, it is necessary to define a framework of competences, which will outline the 
profile of those, who can successfully perform accordingly. And last but not least, in 
order for the Youth SCE Tutors to operate effectively, they need to engage with other 
key actors who have the vision, motivation and competences to deliver joined-up 
inclusive learning outcomes. 
As with all projects and initiatives, the GenY/Z – SCOODLE Project is being based 
upon a “theory of change,” which may sometimes be implicit and not formally 
articulated. The theory of change tells the project’ s “story”, starting with the 
“presenting problem” to be addressed, through to the “change it aims at,” providing 
a solution to that problem, at the end of the project and beyond – i.e. the project’s 
“expected impacts.” The following are connecting the “presenting problem” and the 
“expected impacts.” 
• Activities, corresponding to actions carried out in the frame of the project, that 

lead to Outputs; 
• Outputs, being the results that are produced by these activities, which in their turn 

lead to Outcomes; more specifically 
• immediate Outcomes, i.e. changes in awareness and knowledge, which lead to 
• intermediate Outcomes, which are changes in behaviour and structures. 
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A (very simplified) Theory of Change for the project is presented in the Figure below. 
The “presenting problem” which the Generation Y/Z – SCOODLE project addresses 
is: 

Social disadvantage is significantly linked to lack of access to learning 
opportunities, especially for young people. This is amplified by similar lack of 
access to social resources and services (for example health and housing) and 
to cultural resources (including digital technologies). This situation inhibits 
social mobility for young people on the margins and hence reinforces 
significant youth unemployment and the reproduction of social inequalities. 

The GenY/Z–SCOODLE Project’ s “theory” about the causes of this problem is: 
The multi-dimensional nature of social exclusion means that factors like social 
class, gender, ethnicity and geography combine to heavily prescribe the 
career choices and aspirations of young people. Communities with high levels 
of deprivation cannot generate sufficient social capital to compete effectively 
in accessing life, including learning opportunities. In turn, inequalities are 
reproduced through everyday life and “lived experience”. The lived experience 
of these communities is that education is part of an ecosystem that is 
separated from their “lifeworld”. In this context, another key factor is the 
resistance (stuckness) of both (“second chance”) educational institutions and 
the youth organizations towards change and innovation, which creates barriers 
to the adoption of novel solutions to support greater access and uptake of 
learning opportunities by disadvantaged and hard-to-reach young people. 

Our Project’ s longer term expected impacts (the expected changes to the presenting 
problem) – see also in Figure below – are: 

• increased innovation in (second chance) education institutions and youth 
services; 

• improved, cross-sectoral and joined up policy and practice design and 
implementation; 

• increased access to and take up of learning opportunities and re-engagement 
of the hard-to-reach young people; and eventually 

• increased social capital in marginalised and disadvantaged communities and 
enhanced social mobility. 

The GenY/Z–SCOODLE Project’s immediate outcomes (changes in awareness & 
understanding) and its intermediate outcomes (changes in individual and institutional 
behaviours) are: 
• greater awareness by the educational institutions, youth services and other key 

stakeholders of the relationship between education and social exclusion; 
• increased awareness by the above stakeholders of “what works for whom under 

what circumstances” in designing and implementing interventions to increase 
(second chance) access to and take up of learning opportunities, and of the 
innovations needed to support greater access to and uptake of learning 
opportunities by hard-to-reach young people; 

• upgraded “inclusion focused” tutoring competences policy-making and practice 
deployment by the stakeholders; with the 

• capacity building of the (second chance) education and lifelong learning 
institutions, introducing organizational and curriculum changes in order to 
support greater access and uptake of learning experiences by hard-to-reach 
young people, through the 

• upgrading of the competences of their staff, youth workers as well as VET and 
SCE teachers, by the identification of a hybrid role of the Youth SCE Tutor, who 
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is capable to deliver a core set of critical tasks, having acquired a core set of 
competencies. 

 
Figure 1: GenY/Z–SCOODLE Project’ s “story” 

 

 

As with the Figure above, the challenge in this case is to move from one step to the 
other in a joint way, by adopting an action research paradigm, starting with 
“presenting the problem” (the “theory of the problem”) and moving on with the 
activities (“action”) to the “outputs”, especially the Competence Framework for this 
hybrid role of the Youth SCE Tutor and the Courseware Development Framework, in 
order to serve the anticipated “outcomes” and eventually the “expected impacts.” 
According to the metaphor adopted by the Project Team26, the whole process of 
“presenting the problem” and “act” upon could be emulated by an activity similar to 
shooting a film/movie, which could potentially “speak” to all groups around Europe. 
By appealing to youth professionals and other experienced professionals working 
with – especially hard-to-reach – young people. These groups comprise (second 
chance education) teachers and youth workers, meaning professionals who can 
provide “teaching” and “guidance to learning” for others as well as encouragement, 
advice and counseling to young people. 
As for these groups’ prior learning and professional development, the members who 
go through usually state driven training – teachers and teacher trainers – are usually 
poorly prepared for the job (tasks) which we want to make them interested in with the 
movie. However difficult, we need to attract these professionals, raising their 
awareness even about a job that seems difficult, stressful, and not well regarded. The 
SC Educators need to understand that they are supposed to work with young people 
who do not fit into the mainstream school and training systems, because they have 
different needs – coming from disaffection, diverged “lifeworlds” and distanced from 
learning. These are usually young people who have stressful life experiences and they 
either visit SCE centres or other youth services or even would be reached out by the 
youth workers. And young people who should be offered a second chance to learning 

 
26 Being proposed by the project team member Reinhold Schiffers (WBK). 
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and life standards, by opening a door for them to an independent, satisfying life, 
eventually becoming active members of their societies. 
At the same time, the youth workers need also to become aware of the indispensable, 
causality links between the learning and the lived experiences of these young people, 
and thus understand the significance and develop their competences to deploy 
innovative, inquiry-based (constructive) learning for the re-engagement of those hard-
to-reach young people. 
Then, another important characteristic of their professional backgrounds of both of 
these target groups the film aims at appealing, is their lack of experience of working 
together in a team – of professionals with different formation pathways. And in this 
respect, the movie needs to make professionals aware and trigger their interest in 
such an approach and practice, in order to successfully address the emerging and 
demanding needs of the hard-to-reach youth. The film should show that something 
needs to be changed in the existing structures and practice and that the collaborative 
approach can be mastered in a meaningful and personally fulfilling way. In others 
words, eventually, the movie needs to show how these professionals could prepare 
themselves in a step-wise manner for this approach in a meaningful way. 
In order to further enhance the starting “presenting problem” phase and thus build a 
convincing “story of change (innovation)”, which we should aim at, it would prove 
useful to address a set of reflective questions, as those following. 
• Are there good examples to point to, which could raise curiosity? And vis-à-vis, 

which skills of SCE teachers & youth workers could we foster as effective ones? 
• Which sort of needs of these young people (generations Y and Z), could be shed 

light upon, being currently met in the SCE and youth institutions by deploying 
effective SCE practice? Are there “success stories” we could come up with? 

• While moving from the “theory of the problem” to the “action” (see in Figure 1), 
how can we present the professional competence development pathways in an 
attractive and eventually effective way for the preparation of these professionals? 

• How our movie, addressing relevant stakeholders across Europe, could foster 
those common elements in the identification of the “problem” and in “what causes 
the problem”, over and above the differences among the national systems? 

In this way, while coming up with the “story” of the Project and running the phase of 
understanding the “problem” towards the “action” step, we have to ensure that all 
involved stakeholders, both the “intermediate” and the “end users” (beneficiaries) 
develop such a common understanding of the challenge ahead. This is why the 
Design Thinking approach would serve our methodological task in this Gen Y/Z – 
SCOODLE Project, with the filming metaphor adopted as a promising means for 
deploying a participatory action research practice in this stepwise move towards 
reaching the targeted outputs. Design thinking is a non-linear, iterative process that 
project teams use in order to understand the “users”, both the youth workers and 
adult educators, and the young people on the margins. Through a stepwise approach, 
challenging the prevailing assumptions, as it regards the specific tasks and the 
corresponding competences of the two main groups of professionals and the existing 
practice, in the fields of education and of other youth services, and further redefining 
whichever problems and creating innovative solutions (outputs), to prototype and test. 
Thus, reaching the anticipated outcomes and expected impacts, first by the adoption 
of contextualized competence frameworks and then by developing corresponding 
courses – as presented in the following parts. 
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4. Building a Competence Framework-Model 
 
The concept of “Competence” was originally developed in the field of psychology, in 
order to refer to the individuals’ ability to respond to certain demands placed on them 
by their environment. In vocational training and in education at large competencies27 
are being used as the identifiers – learning objectives (outcomes) - for measuring 
learning achievements and, consequently, for the design of appropriate learning 
activities and processes, including the identification of appropriate learning materials 
and creating of resources and eventually the curricula, that bare the potential to 
eliminate the gap identified, between competencies needed and those available. 
Competence development28 can be approached as a “life-cycle”, which aims at the 
continuous enhancement and development of an individual’s competencies. The 
main steps of this lifecycle can be identified as follows: 
(a) The building of a “Competence Model”, through the identification of required 

activities and task roles and the relevant competences; 
(b) the assessment of existing competencies; 
(c) the gap analysis between existing competencies and the required 

competences for (the delivery of) a specific job or task role; and 
(d) the definition of competence development programs or units of programs 

(“modules”), in order to minimize the identified gaps and the continuous 
performance monitoring and assessment to confirm improvement. 

Based on this lifecycle, we are outlining the desired profile of the role of the Youth 
SCE Tutor, by identifying the corresponding knowledge, general and technical skills, 
abilities and experience, necessary to perform accordingly, to provide those 
opportunities for social (re-)engagement of the young people on the margins, in order 
to eliminate the gap between these young people and the society, by performing 
“mediation”, engaging them through the learning practice. 
In order to proceed with the identification of the Competence Framework, we have 
considered at first the good practice valorised with the IGUANA29 project, which deals 
with the Emotional and Organizational Intelligence as a holistic way of looking at, and 
the facilitation and mediation and engaging with the social environment. It sees 
emotional intelligence as a continuous process of self-awareness and self-
development. To be more specific, Emotional Intelligence consists in: 
• intra-personal competences - helping individuals to assess their emotional 

intelligence -, 
• inter-personal competences - helping individuals to apply their intra-personal 

competences to develop a positive relationship with the external world and with 
other people -, 

• adaptability - helping an individual to respond effectively to changing situations - 
and 

• affective competences - helping individuals assess their mood and how they 
manage their mood in relation to behaviours and relationships. 

 
27 The words competence and competency (plural competencies) are sometimes interchangeably used 
to refer to the same term describing capacity, ability of performing an activity (delivering a task), with 
the competence more often referring to the measure of the sufficiency of such a performance while 
the competency to the performance per se. 
28 ‘’Competence Models in Technology-enhanced Competence-based Learning’’, Demetrios Sampson 
1, 2, Demetrios Fytros 
29 http://www.iguana-project.eu/emotional-intelligence-self-assessment-tool-areas 
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While at the same time the Organization Intelligence – considered to serve as the 
proxy of the Organizational Innovation Capacity (for overcoming stuckness, as in part 
1) – comprises the following: 
• (Positive) Holding Environment, as the “space” in which a combination of factors 

work together to allow people to feel confident and operate effectively in their 
designated roles; 

• Groupishness, the state when people getting together in a group, are becoming 
capable of acting outside their “normal” patterns of behaviour; 

• Organizational well-being, expressed in how people behave, especially when they 
are working in teams, or as part of a wider system; 

• Systems Orientation, placing the organization within this broader context, seeing 
it as part of a map or many different maps, and recognizing that “journeys” and 
“explorations” are essential to fulfilling its purpose, to its survival and progression; 

• Normalization, being about how the (youth) organization, the VET centre or the 
community imposes rules; and its capacity for thinking outside the box; 

• Evaluation, being used to help organizations to learn how to do things better, thus 
constituting a very powerful tool to support change and innovation; and the 

• Learning Organization, which cultivates a community where individual and 
collective learning is encouraged and sustained, by promoting the kind of culture 
that enables and even accelerates knowledge and skills development, with 
members committed and capable of continuously transforming themselves. 

The analysis of both the Emotional and the Organizational Intelligence dimensions of 
the Competence (Model) Framework of the Youth SCE Tutor, both of the youth 
trainers and VET teachers and the youth on the margins, in order to support the 
development of their competency level, is being further presented in part 4.4 below. 
In our analysis we have also considered the rather mature ETS Competence Model30, 
which defines six “competency areas”, namely 
• Understanding and facilitating individual and group learning processes, 
• Networking and advocating, 
• Displaying intercultural competence, 
• Communicating meaningfully with others, 
• Collaborating successfully in teams, 
• Organizing and managing resources, 
• Designing educational programmes, and 
• Developing evaluative practices to assess and implement appropriate change, 

which will also be presented further down. 
By identifying the role of the Youth SCE Tutor further below in this part (4), the afore-
mentioned frameworks have been deployed in an integrated way, in order to define a 
flexible and evolutionary Competence Framework, which could be customised and 
become “fit-to-purpose”, in order to meet varying needs of its target groups, those 
key agents being; the youth on the margins, the youth workers turning trainers 
and the VET teachers, engaged in the transformative process of bridging the hard-
to-reach youth with their community environments and developing their 
competences, in order to become creative agents of change and innovation. 
 

 
30 https://www.salto-youth.net/rc/training-and-
cooperation/trainercompetencedevelopment/trainercompetences/ 
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4.1 Description of the role (job) of the “Youth SCE Tutor”: the Persona of the 
Youth SCE Tutor31 
 
We are using the “persona” technique in order to create reliable and realistic 
representations referring to the Youth SCE Tutor, as these representations are also 
emerging from the desk and field research and analysis, which has been run in the 
four project pilot sites, in Germany, Portugal, Italy and Greece. The corresponding 
“Country Reports” are being attached as distinct annexes, for reasons of a complete 
justification of the approach adopted and ultimately of the Competence Framework 
being identified. 
Creating the so-called persona will help in understanding the Youth Second Chance 
Education (learning) Tutor’ s tasks and the corresponding needs, in terms of 
experience, behaviors and goals and consequently it will facilitate the identification of 
the role that is being prescribed. The profile of the Youth Tutor, as described here 
below, is in accordance with the needs of the target group of hard-to-reach youth. 
The Youth SCE Tutors being active as “mediators” usually come from constituencies 
which work with young people on the margins and they are, thus, trusted by their 
communities. The Youth Tutors need to give a voice to these young people, who are 
normally not listened to, and they also need to organize activities aimed at helping 
address issues and problems in their own lives and communities. The Youth SCE 
Tutor’ s persona will be prescribed by reflecting to the following questions. 

- What is the purpose of the Youth SCE Tutor’ s role? 
The Youth SCE Tutor’ s role is to bridge the gap between the community settings 
and those hard-to-reach youth on the margins. Recruit and represent, guide, 
mediate, inspire, lead and give a voice to young people, sometimes being early 
school leavers or being of migrant origins of with deprived family backgrounds, 
then remaining outside the institutional framework of training and employment. 
- Is there a specific age-range considered suitable for this role? 
The age range of the would-be Youth Tutor is open - extending from 20+ and 
onwards -, corresponding to the usual age-ranges of youth trainers and VET 
teachers as well as the experienced youth workers, those working in the youth 
institutions and in the VET schools and training centres with the project’ s ultimate 
beneficiaries, the hard-to-reach youth. 
- Which are the tasks better matching to the emerging role of the Youth SCE 

Tutor? 
The tasks of such a hybrid role correspond to a combination of those activities 
which facilitate and mediate to – getting in contact with – the hard-to-reach youth, 
helping them to develop their self-esteem and confidence and becoming tolerant 
to differing cultural backgrounds, capable to facilitate collaboration in teams and 
learning, as well as activities to support counselling and further developing of the 
young people’ s capacity for personal and professional development. Sufficient 
performance of such tasks requires the availability of knowledge and 
corresponding skills usually acquired for the job of a psychologist or of an 
organizational psychologist or a trainer, tutor and or a mentor. 
- How much work experience does someone need to have, in order to 

adequately deliver the role of the Youth SCE Tutor? 
Youth workers as well as VET trainers and SCE teachers, with relevant experience 
in their corresponding field should sufficiently deliver the tasks of the hybrid job of 

 
31 https://www.usability.gov/how-to-and-tools/methods/personas.html 
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the Youth SCE Tutor as long as they would be joining an up-skilling fit-to-purpose 
(training) course, being designed to cater for work-based and project-based 
learning activities. 
- Which is the quote of the Youth Tutor’s role? 
“Re-engaging hard-to-reach (and teach) youth with their communities by boosting 
those young people’ s prospects to become active agents of creativity and 
innovation, through re-establishing their relation with learning.” 

 
4.2 A Competence (Model) Framework for the Youth SCE Tutor 
 
We introduce the approach with the conceptual model as presented schematically in 
Figure 2 and then, together with the persona technique, coupled with an insightful 
literature survey, for the three potential “target groups” (aka “users”) with relevant 
“competence frameworks”: 
• Youth workers, who work with marginalised young people, 
• Youth trainers and VET teachers, working with the young people on the margins 

in the pilot sites where the GenY/Z-SCOODLE Project will be validated, and 
• Youth organisations and VET & SCE institutions, which host both youth 

workers and trainers and VET teachers working with marginalised youth. 
 

Figure 2: Conceptual Model & Target Groups 
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basis of the project’ s objectives and of the target (beneficiary) group’ s analysis. The 
latter has been conducted at the four pilot sites and in Ireland, through both desk and 
field research, which has been documented by an analysis via targeted reference to 
insightful sources and semi-constructed interviews with representatives of the 
stakeholders, namely youth centres and the VET and SCE institutions. In the 
corresponding Annexes we are hereby presenting the emerging problems with the 
increasing marginalization risks faced by the youth - including the generations Y & Z 
-, in the specific (national & community) contexts. Whereby, there is further evidence 
of the emerging needs of the project’ s target groups, i.e. 
• the one of the ultimate beneficiaries, who are being faced with increased risks of 

distancing from learning, with amassing impact on their functional literacies and 
eventually on their engagement with life and work and the civic society, especially 
for the age ranges experiencing that transition from education to work - the young 
people -, and 

• the “direct users”, the SCE & VET teachers and the other professionals working 
with the young people, but with differing backgrounds as it regards education, 
vocational skills and work experiences, and the organizations and institutions 
these groups are delivering their work through, by providing varying types of 
support services, from counselling and guidance to school learning and 
vocational training. 

A number of professionals, and sometimes volunteers, with different backgrounds 
and differing professional identities (“jobs”) are mapped out in the pilot sites’ research 
reports and, at the same time, it seems that there is certain set of critical – “horizontal” 
- tasks and activities, which look indispensable for the challenges of bridging the 
emerging gap between learning and the young people on the margins. These tasks 
which need to be delivered by the Youth SCE Tutor should include: 
(vii) getting in touch and communicating with hard-to-reach youth, 
(viii) arranging and running group discussions and reflection sessions and reporting on 

concerns and attitudes and major needs - experienced by the individuals and their 
communities of the youth on the margins -, 

(ix) enhancing their emotional intelligence and building their self-esteem and 
confidence, 

(x) supporting their personal and professional competences, making them capable 
to take informed decisions about their lives, 

(xi) engaging the beneficiaries (youth hard-to-reach and teach) into group learning 
experiences and self- and peer-assessment of learning achievements, and finally 

(xii) making them capable of being active members of their communities (and 
organizations) and even acting as innovation-friendly agents there. 

From such an identification, we could further consider two sets of tasks and two 
corresponding, sometimes partly overlapping, sets of competences, related to first 
those “outreaching” tasks and second to the “counselling and learning guidance” 
ones. With the latter to ask for more sufficiently demanding competences. 
To begin with, the Youth SCE Tutor should be able to understand the feelings and 
needs of marginalized youth, so it would be useful to have competences related to 
social perceptiveness and active listening. And further on, the Youth Tutor should be 
methodologically capable to enhance the skills of the marginalized youths, aiming at 
their long-term active civic participation. In simple words, it would be helpful that the 
Youth SCE Tutor has developed a set of “basic skills” for social intervention, so as to 
be able to arrange and run an intervention programme, according to the local 
(community) context. While these processes will be evolving into a group context, and 
in that case it would be advisable for the Youth SCE Tutor to have collaboration or 
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group management skills. Based on the above-mentioned analysis, we are eventually 
referring to two, complementary Competence Frameworks, to be identified for these 
target groups (“competency areas”): 
• The Youth SCE Tutor’ s Competence (Model) Framework – being identified as a 

unitary framework for both Youth workers and Youth trainers and VET teachers, 
who will take on the hybrid role of the Youth SCE Tutor, as prescribed in the 
context of the GenY/Z-SCOODLE Project. It is intended to define the 
competences needed for this role. 

• The Organisational Innovation Capacity Framework, which aims to support youth 
organisations as well as VET and SCE institutions to build those organisational 
competences necessary to facilitate the work of the Youth SCE Tutors. 

Thus, the Youth SCE Tutor Competence (Model) Framework combines three 
dimensions or “high level domains” (“competency areas”), as follows – see in Fig.2. 

• At its core is a “Youth SCE Tutor-specific” domain – which comprises the 
functional competences needed to deliver the tasks of this (hybrid) role; 

• the “ETS” domain, based on the eight Youth Worker Competences, developed 
within the European Training Strategy Framework, for mentors in the youth 
domain – as presented down below -, which is further enhanced by the 

• “Digital Competences” domain, based on the “DigComp2” Framework, as it 
had been developed by JRC-Seville, which could be used to better identify 
the vocational curriculum and the instructional design, and 

• the “Emotional Intelligence” (“EI”) domain, based on the IGUANA Project’ s “EI 
Competence Framework”. 

While the “Organizational Intelligence (Innovation Capacity) Framework” combines 
two dimensions (“domains”): 
• The OI competence domain, based on IGUANA’ s OI Competence Framework, 

and 
• the “Youth SCE Tutor-specific” domain, which defines the specific organisational 

competences needed to support the Youth SCE Tutor’ s role, regarding the 
status, legacy and working culture of the institutional settings, in the various 
project piloting sites – in relation to their potential scaling up (after the funding-life 
of the project). 

For each framework, we identify and relate to: 
• the “competency areas” within the afore-mentioned domains; 
• the individual competences within these areas; 
• the application (competency) levels to apply the competences in specific practice 

contexts; 
• the examples of the “use of competences” and of the “learning outcomes”, that 

show how a competence can manifest itself through observable instances of a 
person’s knowledge, skills and attitudes, and eventually behaviours, and at 
different degrees of “mastery” (or proficiency) – see also at the “Rubrics 
Assessment” part following. 

And further on, we need to focus on elaborating the specific Youth SCE Tutor’ s 
Competences in both frameworks. While such an exercise is being informed by: 
• the results of the desk & field research and analysis conducted at the pilot sites 

and 
• the review of state-of-the-art, to identify and assess at European level and in 

partner countries any relevant competence frameworks that could contribute to 
defining the Youth SCE Tutor’ s competences and any relevant interventions 
aimed at engaging marginalised young people , with the identified interventions 
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being analysed to extract examples of the activities carried out by the 
professionals who engage with young people, the competences needed to carry 
out these activities and the contexts in which these activities are implemented. 

This last part of the analysis, with the tasks and relevant activities will be part of the 
specification of the (instructional) design of the Courseware Framework, as in part 6. 
In building the Model Framework for the Competences of the Youth SCE Tutor, we 
have reviewed the existing literature and cases of good practice, that have been 
developed by European and other international groups and expert bodies and, 
occasionally further customised to meet specific contextual (local or national & culture 
specific) conditions. Together with several other valid and reliable sources, that 
identify the Competence Frameworks of professions being relevant to the one of the 
Youth SCE Tutor’ s, such as: 
- European platform (ESCO), which is a multilingual classification system for skills, 

competences, qualifications and occupations. (https://ec.europa.eu/esco/portal), 
having been developed collaboratively among the European stakeholders in order 
to address the needs for the understanding of the European labour markets; 

- Occupational Information Network (O*NET), which is the nation's primary source 
of occupational information in the USA. Valid data are essential to understanding 
the rapidly changing nature of work and how it impacts the workforce and U.S. 
economy (https://www.onetonline.org/); 

- Prospects is a careers website (www.prospects.ac.uk), and 
- the work of the OECD, at http://www.oecd.org/education/skills-beyond-

school/definitionandselectionofcompetenciesdeseco.htm . 
In this respect, we have at first considered the “professional-domain” specific 
European “ETS” Competence Model, comprising the following “task (or activity)-
specific” competences, which are presented in increasingly – from (1) to (8) - 
demanding level of skills (competency level), necessary to perform successfully the 
corresponding “tasks/activities”: 

(1) Communicating meaningfully with others 
(2) Networking & advocating 
(3) Displaying intercultural competence 
(4) Collaborating successfully in teams 
(5) Facilitating individual & group learning in an enriching environment 
(6) Designing programmes (learning and personal & professional development) 
(7) Organizing & managing resources 
(8) Developing evaluative practices to assess and implement appropriate change 

One could consider that the afore-mentioned “Competences” – and corresponding 
“tasks” - could certainly be identified as relevant for both the SCE & VET Teacher and 
the Youth Worker, in order to develop their related competencies and deliver in line 
with the core set of the “functions” of the Youth SCE Tutor, which would correspond 
to the constituting set of the Core Competences of the role (comprising “functions”). 
As said already, the above eight competences are being presented from top to 
bottom, ranked according to their increasingly demanding level of corresponding 
skills’ acquisition (to perform the corresponding “tasks”). The relation between the 
ETS Framework and the Youth SCE Tutor’ s Core Competences (related to 
“functions”) is being set on a table, with their inter-wined links being marked 
accordingly – see further below (in Table 2). 
We are then taking into consideration the European DigiComp 2.0 Framework, in a 
way which will be enhancing the afore-mentioned task-specific framework (ETS), by 
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having the ETS Competences being related to the following Competency Areas (I-V) 
and the corresponding competencies in each one, as it is shown below: 
(VI) Information and Data Literacy, with (1) browsing, searching and filtering data, 

information and digital content, (2) evaluating data, information and digital 
content and (3) managing data, information and digital content; 

(VII) Communication & Collaboration, with (1) interacting through digital 
technologies, (2) sharing through digital technologies, (3) engaging in citizenship 
through digital technologies, (4) collaborating through digital technologies, (5) 
netiquette (be aware of behavioral norms and know-how while using digital 
technologies and interacting in digital environments, to adapt communication 
strategies to the specific audience and to be aware of cultural and generational 
diversity in digital environments), and (6) managing digital identity; 

(VIII) Digital Content Creation, with (1) developing digital content, (2) integrating and 
re-elaborating digital content, (3) copyright and licenses, and (4) programming 
(plan and develop a sequence of understandable instructions for a computing 
system to solve a given problem or perform a specific task); 

(IX) Safety, with (1) protecting devices, (2) protecting personal data and privacy, (3) 
protecting health and well-being, and (4) protecting the environment (be aware 
of the environmental impact of digital technologies and their use); and 

(X) Problem Solving, with (1) solving technical problems, (2) identifying needs and 
technological responses, (3) creatively using digital technologies, and (4) 
identifying digital competence gaps. 

By relating the “task-specific” ETS (Youth Worker) Competences to the DigiComp2 
Competency Areas we thus identify performance standards for the ETS related tasks 
to be delivered sufficiently. We also identify two Competence levels matching the 
corresponding capacity to deliver as Youth SCE Tutor, for the less demanding work 
– in terms of tasks’ delivery – of both the SCE & VET Teacher and of the Youth Worker 
as well. While we can group the first tasks/activities and the relevant competences, 
from the “Communicating meaningfully ...” to the “Collaborating successfully ...”, 
being those necessary for the “outreaching” part of the role of the Youth SCE Tutor. 
While those other tasks (and corresponding competences), from the “Facilitating 
individual & group learning ...” up to the “Developing evaluative practices ...”, are 
being grouped as relevant to the “learning and competence development” part of the 
Youth SCE Tutor’ s tasks to deliver. 
We thus anticipate that the minimum capacity (competency) level to be reached by 
the Youth SCE Tutor, in order to sufficiently deliver by performing the corresponding 
(“bridging with learning”) tasks, would be the one corresponding to the acquisition of 
the first four ETS Competences. And this (minimum) competency level would be 
reached and then assessed through project-based learning, enhanced by the 
competent use of the digital technologies, according to the Table 1, below, by 
mirroring the relevant competency areas of the DigiComp2 Framework. 
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Table 1: Mapping ETS Competences against DigiComp2.0 Competency Areas 
DigiComp 

Competence 
Areas 

ETS Competences 

Information 
and data 
literacy 

Communication 
and 

collaboration 

Digital 
content 
creation 

Safety Problem 
Solving 

Developing 
evaluative practices 

to assess and 
implement 

appropriate change  

Ó Ó Ó Ó Ó 

Organizing & 
managing 
resources  

Ó Ó Ó Ó Ó 

Designing 
programmes 
(learning and 
personal & 

professional 
development) 

Ó Ó Ó Ó  

Facilitating 
individual & group 

learning in an 
enriching 

environment  

Ó Ó Ó Ó  

Collaborating 
successfully in 

teams 
Ó Ó Ó   

Displaying 
intercultural 
competence 

Ó Ó Ó   

Networking & 
advocating Ó Ó    

Communicating 
meaningfully with 

others 
Ó Ó    

 
4.3 Youth SCE Tutor: set of Functional Competences 
 
The structure of the Competence Framework of the Youth SCE Tutor is function-
specific. Meaning that perceived functions (sets of tasks) of the role of the Youth SCE 
Tutor are hereby described and related with sets of competencies (skills) for each set 
of tasks: 
1. Enhancing open access to marginalized young people in institutions and 

settings, providing information for youth matters, including lifeworld 
reflection analysis sessions 
a. Service Orientation — actively looking for ways to help people develop their 

capacities to reflect upon and get engaged 
b. Human Rights – knowledge of principles and issues relevant to human rights 

and emphasis on those of marginalised groups 
c. Social Perceptiveness — being aware of others' reactions and understanding 

why they react as they do within a given context 
2. Building collaboratively with youth their self-esteem and confidence 

a. Active (Group) Listening — giving full attention to what other people are saying 
and expect, taking time to understand the points being made, asking 
questions as appropriate and not interrupting at inappropriate times 

b. Networking – being able to develop intra-group and inter-group networks with 
the local community and other local groups 

c. Group methods and dynamics - group methods, techniques and dynamics, 
used in different settings and with various groups and individuals, especially 
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concerning methods of coming up with social intervention tactics and working 
in community settings 

3. Building resilience, such as the ability to deal with the ups and downs of life 
and other developmental and life changes 
a. Social Perceptiveness — being aware of others' reactions and understanding 

why they react as they do within a given context 
b. Judgment and Decision Making — considering the relative costs and benefits 

of potential actions to choose the most appropriate one collaboratively with 
the group members 

c. Critical Thinking — using logic and reasoning to identify the strengths and 
weaknesses of alternative solutions, conclusions or approaches to problems 
and solve disorienting dilemmas 

4. Supporting young people (or groups of young people) to make informed 
choices and decisions 
a. Service Orientation — actively looking for ways to help people develop their 

capacities to intervene 
b. Psychology - knowledge of human behaviour and performance; individual 

differences in ability, personality, and interests; learning and motivation; 
research methods 

c. Judgment and Decision Making — considering the relative costs and benefits 
of potential actions to choose the most appropriate one collaboratively with 
the group members 

d. Complex Problem Solving — Identifying complex problems and reviewing 
related information to develop and evaluate options and implement solutions 

5. Developing the personal and professional capacity 
a. Education and Training - Knowledge of principles and various methods for 

the development of learning environment including the use of arts, music 
etc. 

b. Networking – being able to develop intra group and intergroup networks 
with the local community and other local groups 

c. Service Orientation — Actively looking for ways to help people develop their 
capacities to intervene 

d. Technological Skills - familiarization with technology and basic knowledge 

6. Encouraging & developing the hard-to-reach youth’ s personal and 
professional capacity through group processes and learning 
a. Group methods and dynamics - group methods, techniques and dynamics 

used in different settings and with various groups and individuals, especially 
concerning methods of developing social intervention tactics and working in 
community settings 

b. Education and Training - knowledge of principles and various methods for 
configuring learning environments, including the use of arts, music etc. 

c. Networking – being able to develop intra group and intergroup networks with 
the local community and other local groups 

d. Technological Skills - Familiarization with technology and basic knowledge 
e. Apply group learning strategies and methods - employ various approaches, 

learning styles, and channels to develop group learning and intervention 
strategies 

7. Evaluating individual and group expectations and needs and developing 
activities and education programs that address these needs 
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a. Active Group Listening — giving full attention to what other people are saying 
and expect, taking time to understand the points being made, asking 
questions as appropriate, and not interrupting at inappropriate times 

b. Group development - being able to work with groups, understand roles and 
dynamics and develop collaborative relationships 

c. Apply group-learning strategies and methods - employ various approaches, 
learning styles, and channels to develop group learning and intervention 
strategies 

d. Social intervention – being able to design, develop and apply programme of 
social intervention according to the local context and the broader 
perspectives 

We have thus structured a Competence (Model) Framework which is (i) identifying 
the role of the Youth SCE Tutor and the relevant (functional) competences, (ii) 
providing a set of relationships between the (core-functional) competences and other 
job-specific ones, as being identified by experts in the field (“ETS”), being linked to 
activities and their (performance) competency levels, and eventually (iii) the 
Competence Framework is being accompanied by corresponding performance 
benchmarks, anchored to competency levels using the digital communication and 
collaboration means (DigiComp2.0) – the prevailing communication and expression 
means of those hard-to-reach youth. In this framework we are also considering and 
relating to the Emotional Intelligence capacity of those interested in undertaking the 
Youth SCE Tutor’ s role, either being already engaged youth professionals or teaching 
professionals in VET and SCE institutions, who are working with the (hard-to-teach) 
youth on the margins. 
 
4.4 Emotional & Organizational Intelligence: an integrated Competence (Model) 
Framework 
 
Emotional intelligence (“EI”) should be considered as a holistic way of looking at, 
and engaging with the world. It corresponds to a continuous process of self-
awareness and self-development. Nevertheless, it is helpful to structure emotional 
intelligence into a set of specific elements or Competency Areas. The latter overlap 
with and complement each other and no one particular competency area is seen as 
more important than any other. A rather important element of the role of the Youth 
SCE Tutor would be his/her capacity in terms of emotional intelligence, in order to 
mainly undertake the tasks for the “bridging with the social life” of the hard-to-reach 
youth. We anticipate that increasing EI capacity levels – from the “intra-personal” and 
the “inter-personal” competences to the “affective” ones - would certainly contribute 
to the advancement of the Youth SCE Tutor’ s competency level, to deliver the more 
demanding (professional) tasks of his/her role, mainly related to the group learning 
and working development. 
Intra-personal Competences: that help an individual to assess his/her emotional 
intelligence, comprising: 
• Emotional Self-awareness: one needs to develop in order to know why he/she is 

feeling bad or experiencing any other emotion even if he cannot change it 
completely. The more one is mindful of her/his emotions, thoughts and inner 
dialogue the more he/she will become aware of them and the more will understand 
her/his own mood swings. Knowing yourself; understanding your emotions and 
you will become happier than you would have been - even though it is not perfect. 

• Self-confidence: the belief that one can handle a certain situation. Self-confidence 
is never inherited, it is learned, it is not a general trait but instead one has different 
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confidence levels for all the different activities she/he does. Self-confidence may 
be independent of external factors, like being rich or having someone who loves 
you back. A measure of how well we are doing “is not” always getting it right, or 
never feeling bad, “but it is” how we deal with not getting it right and how we feel. 
Self-confidence or lack of it is a self-reinforcing cycle. 

• Self-Management & Good enoughness: with feeling good enough by accepting 
the limitations of a situation and the factors that cannot be controlled. Feeling not 
good enough could be the result of either considering others to be better than you 
or underestimating your own skills and abilities. To feel good enough we need to 
accept the limitations of the situation and of our control. 

Inter-personal Competences: that help an individual to apply his/her intra-personal 
competences to develop a positive relationship with other people. 
• Care /Empathy: the ability to understand and share the feelings of another. The 

person who is emotionally sensitive has an ability to sense the feelings of others 
without being aware of verbal or non-verbal communication. Knowing what others 
feel can allow you to deal with them in a better way. This is an advantage that you 
have over other people. So after all, sensitivity is not necessarily bad and it’s even 
useful! 

• Relate / Relationships’ handling: building relationships with others may be 
challenging if people do not feel they can relate. Some people are so restricted by 
their own model of the world that they cannot hear someone else’ s point of view. 
The most important thing is that you need to do a great deal of careful, respectful 
listening to what others want, and a lot of careful, clear communicating about what 
you want. Also, being supportive and managing conflict optimizes potential. 

• Social Responsibility (Tutoring Spirit): being socially responsible means that 
people and organizations behave ethically and with sensitivity toward social, 
cultural, economic and environmental issues. Striving for social responsibility 
helps have a positive impact on development, business and society. In a personal 
context it is, for example, communicating with others; supporting others in 
developing their potential; applying leadership to resolve conflict and 
understanding that attitude, language and body language affect how others feel. 
Social responsibility also includes behaving ethically and with sensitivity toward 
social, cultural, economic and environmental issues, the willingness to offer 
selflessly to the community for the common good. 

Adaptability: that helps an individual to respond effectively to changing situations. 
• Resilience: it describes our ability to cope with and bounce back from adversity. 

Some people describe it as the ability to bend instead of breaking when under 
pressure or difficulty, or the ability to persevere and adapt when faced with 
challenges. In this way, being resilient is more than just survival, it includes letting 
go, learning and growing as well as finding healthy ways to cope. 

• Initiative: it is the ability to initiate, to start an action, including coming up with a 
proposal and giving or helping without first being requested to do so. Initiative can 
be defined as a behaviour that results in an individual taking an active and self-
starting approach to personal or work goals and tasks and persisting in 
overcoming barriers and setbacks. Initiative describes the degree to which one 
possesses the willingness and ability to take self-initiated action in the pursuit of 
her/his goals. 

• Belief & Assertiveness: the beliefs one holds about life, her/himself and people, 
whome responsible for she/he is, how you behave and who you will become. But false 
beliefs limit the human potential. Assertiveness is the ability to express emotions and 
needs without violating the rights of others and without being aggressive. 
Assertiveness is the act of asking for what one wants and saying what one thinks in a 
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confident way that harms no one. People who are not assertive keep accumulating 
the bad emotions, and then might explode later on when they can’t bear it anymore 
or they might become depressed. 

Affective Competences: that help an individual assess their mood and how they 
manage their mood in relation to behaviours and relationships. 
• Anxiety Management: we all know what anxiety feels like. The problem arises 

when one feels out of control or feels that she/he has no choices. If worries, fears, 
or feelings of anxiety overwhelm one, her/his ability to concentrate and do well will 
suffer. There are many things one can do to reduce her/his anxiety to a more 
manageable level. Taking action may make someone feels more anxious at first. 
Learning how to handle difficult situations and to assert oneself can make her/him 
feel more confident and, therefore, more relaxed. 

• Stress Management: the capability of managing the difficulty of excessive 
pressure. We all sometimes talk about stress, and feeling stressed, usually when 
we feel we have too much to do and too much on our minds, or other people are 
making unreasonable demands on us, or we are dealing with situations that we 
do not have control over. Stress is also linked to low self-esteem and not feeling 
good enough. We need to recognize how stress arises, how it affects relationships 
and behaviors and how it can be managed. But stress can have a positive side. A 
certain level of stress may be necessary and enjoyable in order to help you prepare 
for something or to actually do it – e.g. if one is taking part in a performance, taking 
an exam or has to do an important piece of work for a deadline. People’s tolerance 
of stress varies, a situation that is intolerable to one person may be stimulating to 
another. One can learn to recognize her/his own responses to stress and develop 
skills to deal with it well. 

• Optimism and Happiness: often, getting what we want does give a rush of 
happiness, but we can be fooled into thinking this is the sensation of having that 
thing, in fact it is the sensation of getting it. We are feeling the change in our status, 
not its new level, as neither positive nor negative events have a long-term lasting 
effect on happiness, us being surprisingly stable. Optimists have a tendency to 
make lemonade out of lemons and to then see the glass as half-full when it is half-
empty. It is an admirable quality, one that can positively affect mental and physical 
health, while being relatively happy depends on being relatively at peace and 
relatively contented! 

With the term Organizational Intelligence (“OI”, Innovation Capacity) we refer to 
the extent and to the ways, whereas there are deeply-rooted structures and behaviour 
patterns within an organization, which are preventing it from changing and growing. 
In this respect it also helps to assess the youth organization’ s as well as VET & SCE 
institutions’ capacity for change and innovation, which is hosting the Youth SCE Tutor, 
ensuring the sufficient delivery of the corresponding tasks, in an evolutionary and 
responsive (contextualized) way – to meet changing needs of ultimate (end-
beneficiary) target groups and changing conditions. We are thus identifying seven 
“areas” of organizational competencies, as follows: 
• Holding Environment: is a space in which a combination of factors work together 

to allow people to feel confident and operate effectively in their designated roles. 
At best, it is an environment which encourages individuals to learn, be creative, 
take risks, critique existing structures, all without fear of inappropriate 
punishment. Crucially a holding environment offers enough safety and yet enough 
discomfort for people to be able to experiment with taking on new tasks and taking 
up different positions. It therefore assumes effective leadership and that the right 
structures are in place to support this kind of reflection and risk taking. It means 
that a teacher can teach or a youth worker can care, a young person can express 
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her/himself, not being affected by worries about the world outside, and thus can 
develop fully. 

• Groupishness: when people get together in groups all sorts of things can happen, 
they may behave in their usual individual ways or they can act outside their 
“normal” patterns of behaviour. They may be influenced by the group and start to 
act in ways that are completely unfamiliar, that can even shock them, which shows 
that unconscious forces might be at work. In fact, groups can behave in many 
different ways (see the five categories of Groupishness). In one type, individual 
members become dependent on a single person, who they think knows all the 
answers to lead the group. In another, hopeful expectation develops that a 
powerful pair will save the group from itself (and do all the work). Individuals in a 
group might even act as if they are all the same and not share expertise, they may 
forget they are in a group at all, become quite selfish and work totally on their own, 
protecting their “boundaries”. 

• Organizational well-being: when one enters an organisation, it is quite possible, 
after some orientation to it, to be able to take its “temperature,” regarding the way 
people behave, especially when they are working in teams or as part of a wider 
system. Sometimes they develop routines, which help to distract them from 
feeling uncomfortable and anxious, but these can also stop learning and inhibit 
change. For example, members of the organisation sometimes unconsciously 
mirror the dysfunctional behaviour of their disruptive “students”, in order to 
sabotage planned change. Some of the ways that organisations continue the cycle 
of stuckness consist in people being withdrawn, working alone, and “sticking” to 
the rules. 

• Systems Orientation: it means keeping a focus on the context and the external 
environment in which an organisation is operating and attending to the boundaries 
in place between different systems. It is about maintaining balance between 
different environments. The everyday struggle of organisational life can easily 
seduce us into forgetting that we and they are part of and dependent upon a much 
broader interconnected system. Systems orientation places the organisation 
within this broader context, seeing it as part of a map or many different maps and 
recognising that journeys and explorations are essential to fulfilling its purpose, to 
its survival and progression. It means getting out there and collaborating and 
learning from other organisations, recognising that beyond the organisation there 
will be a whole set of people with a stake in its work and that understanding their 
needs and views are necessary for its survival. 

• Normalization: it is how the (youth) organization or the SCE & VET institution 
imposes rules, in other words the organization’ s capacity for “marginal practices” 
and thinking outside the box. All organisations require their members to conform 
to and comply with established norms and which are reinforced by authority 
structures and authority figures. However, norm and rule compliance is applied 
more rigorously in “public” situations, while backstage, behind the scenes, rules 
are subject to negotiation. Outside the public space, however, for example on a 
school trip, formal boundaries are often relaxed. This relaxation of norms and rules 
in certain situations is seen as healthy, as such a rule-breaking is essential to help 
organisations change. And in this sense, evaluation has an important role to play 
in helping schools calculate how far they have travelled on their “change journey”. 

• Learning Organizations: education as well as youth organizations encourage 
learning of some kind, but most of them are not learning organisations! A learning 
organisation is one which cultivates a community where individual and collective 
learning is encouraged and sustained. By promoting the kind of culture that 
enables and even accelerates knowledge and skills development, the leadership 
develops a workforce, which is committed and flexible and can continuously 
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transform itself. Inside the organisation you might be able to hear free-flowing 
exchanges of information amongst people, who can listen and challenge. People 
in learning organisations are not scared of looking for information, support and 
challenge from outside their own organisation – they network and connect their 
thinking with others. 

By taking into account the afore-mentioned inter-related Competence Frameworks, 
coupled with the Emotional Intelligence aspects and the Organization Intelligence 
(Innovation Capacity) assessment scheme, we have reached a working Relational 
Matrix between competences grounded on complementary perspectives and scope. 
The Matrix is mapped in the following table (Table 2), setting the terms for the 
consolidated Competence (Model) Framework of the Youth SCE Tutor, in order to 
identify corresponding competency building activities, for the “Courseware 
Development Framework”, regarding both the VET & SCE Trainer and the Youth 
Worker, coupled with the relevant levels for both sets of tasks – those for the 
“outreaching to the hard-to-reach youth” and of the “learning for the civic and 
professional engagement of the youth on the margins.” While, by assessing the 
significance of each (task-specific) ETS Competence(-y) for the corresponding Core 
Competence(s), we manage to further build an assessment frame for the latter, by 
checking the corresponding performance capacity of the former – see more in part 5. 
With the matrix (table) in the following page, we have constructed a Competence 
(Model) Framework, which can also mirror the EI competence levels to the ETS 
Competencies, grouped in two capacity (competency) levels and corresponding to 
the already prescribed groups of tasks of the Youth SCE Tutor – with ever more 
demanding skills from the bottom to the top. According to the Matrix, the more 
demanding skills (ETS Competencies) and the more enhanced EI Competence levels 
are, they are increasing the Youth SCE Tutor’ s capacity to deliver against an 
increasing number – from right to left of the table - of the (core/functional) 
Competencies. 
We have thus structured a Competence (Model) Framework for the role of the Youth 
SCE Tutor, which is meeting the following expectations (quality benchmarks): 
• It is making good use of the existing “good practice” and partners’ experience, 

as it has been presented in the project application; 
• it is also building on the European legacy as it regards the standardization work 

with concrete results achieved in the form of recommended “competence 
frameworks” (DigiComp, ETS, etc.); 

• it is of significant relevance to the skills needs, in terms of the corresponding 
tasks, to be undertaken by the specific role of the Youth SCE Tutor; 

• and it is open enough, not to make it difficult for those professionals to join up-
skilling (training) activities (programs), at their own pace and deliver successfully; 

• with the Competences identified, corresponding to those tasks for bridging the 
hard-to-reach youth with the learning experiences, for their re-engagement with 
learning and competences’ development, and 

• it is flexible enough to easily address both beneficiaries (VET & SCE teachers and 
youth workers) as well as to be customized to varying socio-cultural contexts. 

Such a Competence (Model) Framework constitutes a concrete and sufficient 
methodological tool in order to build the Competence Development Courseware 
(Training) Framework for preparing Youth SCE Tutors (as in part 6.), and at the 
same time a methodological scheme robust enough to be easily customized, 
occasionally meeting the country and regional/local context specificities. 
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Table 2: [GenY/Z-SCOODLE] COMPETENCE (MODEL) FRAMEWORK: Modular Schemes for both Youth Tutor’ s & Youth Worker’ s Competences building 
GENY/Z-

SCOODLE 
Competences 

“ETS” 
Competences	

Enhancing 
open access to 

marginalized 
youth 

Building with 
youth their self-

esteem & 
confidence 

Building resilience, 
ability to deal with 

ups and downs 

Support youth 
to take 

informed 
decisions 

Developing 
personal & 

professional 
capacity 

Evaluating individual & 
group expectations & 

developing educational 
activities 

Encouraging youth 
towards development 

through group processes 
& learning 

Emotional 
Intelligence 
Competence 

Areas (EI) 

Developing 
evaluative practices 

to assess and 
implement 

appropriate change 

       

AFFECTIVE 
COMPETENCES - help 

an individual assess 
their mood and how 

they manage their mood 
in relation to behaviours 

and relationships  
Organizing & 

managing resources         ADAPTABILITY - helps 
an individual to respond 
effectively to changing 

situations 

Designing 
programmes 

(learning) 
       

Facilitating 
individual & group 

learning (in 
enriching …) 

       
INTER-PERSONAL 
COMPETENCES - 

applying intra-personal 
competences to develop 

a positive relationship 
with other people 

Collaborating 
successfully in 

teams 
       

Displaying 
intercultural 
competence 

       
INTRA-PERSONAL 
COMPETENCES - 

helping an individual to 
assess his/her 

emotional intelligence 

Networking & 
advocating        

Communicating 
meaningfully with 

others 
       

ORGANIZATION INNOVATION CAPACITY (OI) 
 Positive Holding 

Environment 
Groupishness Organizational well-

being 
Systems 

orientation 
Normalization Evaluation Learning Organization 

Max Level        
Sufficient Level        

Not enough        
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5. Assessment Tools 
 
Based on the structure of the demanding Competence (Model) Framework for the 
(hybrid) role of the Youth SCE Tutor, which the GenY/Z-SCOODLE project has 
reached as presented in this document, we have further worked on identifying a 
corresponding, accompanying set of Assessment Tools. Which would enable those 
Youth Trainers and VET teachers and Youth Workers to first get an understanding, 
through a self- and a peer-assessment process, of the relevance of the competences 
in the “Framework” as well as their individual sufficiency level as it regards each one 
of these competences. The assessment results will identify “strengths and 
weaknesses” in individual competences and as it regards the capacity to deliver the 
tasks constituting the role (job) of the Youth SCE Tutor, enabling the identification of 
whichever competence gaps that can be addressed, through the corresponding 
courses, which are to be developed in the follow-up phase of the project. 
 
5.1 Rubrics Assessment 
 
Rubrics are assessment tools, which usually contain evaluative criteria, quality 
definitions for those criteria at particular levels of achievement and a scoring scheme 
(“strategy”). A scoring rubric is an attempt to communicate expectations of quality 
around a task and in many cases, scoring rubrics are used to delineate consistent 
criteria for grading. Because the criteria are public, a scoring rubric allows both, those 
who make the assessment and those who accept the assessment to evaluate the 
criteria, which can be complex and subjective. They can also provide a basis for self-
evaluation and reflection, being aimed at consistent and fair assessment, fostering 
understanding and indicating a way to proceed with subsequent learning to meet 
whichever gaps detected. This integration of performance and feedback corresponds 
to what we call ongoing or formative assessment. 
Several common features of scoring rubrics can be distinguished, like focus on 
measuring a stated objective - performance, behaviour or quality -, use a range to rate 
performance and contain specific performance characteristics arranged in levels, 
indicating either the developmental sophistication of the “strategy” used or the degree 
to which a standard has been met. The primary research question that motivated this 
project was whether we can create valid and reliable analytic rubric items that provide 
information on learning outcomes in relation to the identified competency areas, to 
build the Courseware Development Framework upon? 
Thus, the goal should be to develop a set of universal analytic rubrics that would 
assess the Youth SCE Tutor’ s competences and would ideally provide information 
about the strengths and weaknesses in each of the competency areas described. The 
work to develop the rubrics was broadly structured into two phases, with the first 
phase (planning) including the following: 
• the development of the Competence Framework for the Youth SCE Tutor; 
• the selection and definition of key areas for assessment; and  
• a review of possessing (competency level) criteria and measurable skills for each 

area. 
In the follow-up phase consists in the development of the following “Rubrics 
Scheme” through the stakeholders’ (& experts’) consultation to potentially revise and 
validate the Rubrics’ components. And in this direction, we have defined three 
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competency levels for each one of the (functional) Competency Areas and of the 
Competences (1a, 2b, etc.). We also foresee that it would be part of the 
contextualisation -with the application - of the Competence Framework, the work 
necessary for the corresponding elaboration (“customization”) of the Rubrics Scheme, 
together with the gradual deployment of the EI & OI assessment process (see further 
down in this document), in a way considered compatible with the approach 
undertaken for the instructional design work, by building the Course Development 
Framework. 
 

COMPETENCY LEVEL MINIMUM MIDDLE MAXIMUM 

Enhancing open access to marginalized young people in institutions and settings, 
providing information for youth matters, including lifeworld reflection analysis sessions 
1a. Service 
Orientation 
Looking for ways to 

help people develop 

their capacities 

Provides neither 
individual nor small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by not 
making any referrals to 
experts or social 
structures in the field 
for intensive services, 
as would be needed. 

Provides minimal 
individual or small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by making 
referrals to experts or 
social structures in the 
field for intensive 
services as needed. 

Provides sufficient 
individual or small group 
counselling to meet 
marginalized youth 
needs, within the scope 
of the social integration, 
by making referrals to 
experts or social 
structures in the field for 
intensive services as 
needed. 

1b. Human Rights 
Knowledge of 

principles and issues 

relevant to human 

rights 

Mediocre knowledge of 
human rights. Inability 
to transmit the spirit 

Good knowledge of 
human rights. Just 
reference them. 

Very good knowledge of 
human rights. 
Transmitting their 
importance and the spirit 
of their claim. 

1c. Social 
Perceptiveness 
Empathy 

Unaware of others’ 
feelings and what 
causes them 

Recognizes expressed 
feelings of others and 
what causes them 

Recognizes 
unexpressed feelings 
and what causes them 

Building collaboratively with youth their self-esteem and confidence 

2a. Active (Group) 
Listening 
Body Position/Eyes 

Not looking at the 
speaker/head, turned 
away, seems tired and 
sometimes bored 

Look alert most of the 
time, facing the 
speaker most of the 
time 

Facing/making eye 
contact with speaker, 
sitting straight at the 
speaker 

Summarize what the 

speaker is saying  
Doesn’t provide a 
paraphrase; or 
paraphrases 
inaccurately more than 
50% of the message; 
analyzes or evaluates 
speaker; gives advice.  

Paraphrases 
accurately, but adds 
extraneous information 

Paraphrases accurately 
and succinctly 
accurately identifies and 
empathizes emotion of 
speaker. 

Ask Questions Asks inappropriate 
questions; asks too 
many questions; 
doesn’t ask questions 
when they would be 
appropriate. 

Asks questions, but 
some are unnecessary 
or irrelevant 

Asks relevant and 
appropriate questions. 

2b. Networking Is not self-confident to 
develop intra group and 
intergroup networks 
with the local 

Being capable to 
develop intra group 
and intergroup 
networks with the local 

Being capable to 
develop intra group and 
intergroup networks with 
the local community and 
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community and other 
local groups 

community and other 
local groups without 
networking activities 

other local groups and 
implement networking 
activities. 

2c. Group 
methods and 
dynamics 
Foster bonds 

between team 

members 

The Youth Tutor merely 
maintains peaceful and 
peer-friendly 
participation of 
members in the 
discussions 

The Youth Tutor 
maintains peaceful and 
peer-friendly 
participation of 
members in the 
discussions, 
strengthening the 
members' bonds 

The Youth Tutor fosters 
a sense of trust among 
team members and help 
team members realize 
the dynamics of 
teamwork 

Develop group-based 

social intervention 

The Youth Tutor is not 
a social mediator and 
does not have 
knowledge of ways of 
social contribution 

The Youth Tutor is a 
social mediator and 
presents chances of 
social contribution  

The Youth Tutor is an 
active social mediator 
and encourages the 
desire for social 
contribution 

Building resilience, such as the ability to deal with the ups and downs of life and other 
developmental and life changes 
3a. Social 
Perceptiveness 
Empathy 

Unaware of others’ 
feelings and what 
causes them 

Recognizes expressed 
feelings of others and 
what causes them 

Recognizes 
unexpressed feelings 
and what causes them 

3b. Judgment and 
Decision Making 
Preparation and use 

of relevant 

information 

Repeats information 
provided without 
question or dismisses 
evidence without 
adequate justification. 
Does not distinguish 
among fact, opinion, 
and value judgments. 
Sources are not on 
topic or are 
inappropriate. No 
evidence of search, 
selection or source 
evaluation skills. 

Use of evidence is 
qualified and selective, 
though perhaps 
unintentional. Discerns 
fact from opinion and 
may recognize bias in 
evidence though 
attribution is spotty, 
inappropriate, or 
exaggerated. Sources 
selected adequately 
meet the information 
need, though little 
evidence of more than 
routine exploration. 
Demonstrates 
adequate skill in 
searching, selecting, 
and evaluating sources 
to meet the information 
need. 

Examines the evidence 
and source of evidence; 
questions its accuracy, 
precision, relevance, 
completeness. 
Information need is 
clearly defined and is 
related to assignment, 
course or personal 
interests. 
Evidence of search, 
selection, and source 
evaluation skills; notable 
identification of uniquely 
salient resources 

Consideration of 

alternatives and 

decision-making 

Deals only with a single 
perspective and fails to 
discuss other possible 
perspectives, especially 
those held by others. 
If more than one idea is 
advanced, alternatives 
are disjointed or bolted 
together. Adopts single 
idea(s)/decision(s) with 
little question. 

Begins to relate 
alternative views to 
qualify analysis. Rough 
integration of multiple 
viewpoints and 
comparison of ideas or 
perspectives. Ideas 
are investigated, if in a 
limited way, and 
integrated, if unevenly. 
Is able to come up with 
a decision but may 
dismiss alternative 
views too hastily. 

Addresses additional 
diverse perspectives 
drawn from outside 
information to qualify 
analysis. Fully integrated 
ideas and perspectives 
from variety of sources. 
Analogies may be used 
effectively. Integrates 
own and others' ideas 
through a complex 
process of judgment and 
justification. Can clearly 
present/justify own view, 
decision or hypothesis 
while respecting other 
views. 
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3c. Critical 
Thinking 
Evaluates 

assumptions 

Fails to identify and 
evaluate any of the 
important assumptions 
behind the claims and 
recommendations 
made. 

Identifies some of the 
most 
important 
assumptions, but does 
not evaluate them for 
plausibility 
or clarity. 

Identifies and evaluates 
all the important 
assumptions, but not the 
ones deeper in the 
background – the more 
abstract ones 

Evaluates 

implications, 

conclusions and 

consequences 

Fails to identify 
implications, 
conclusions, and 
consequences of the 
issue, (OR) the key 
relationships between 
the other elements of 
the problem, such as 
context, assumptions, 
or data and evidence. 

Suggests some 
implications, 
conclusions, and 
consequences, but 
without clear reference 
to context, 
assumptions, data, 
and evidence 

Identifies and briefly 
discusses implications, 
conclusions, and 
consequences 
considering most but not 
all the relevant 
assumptions, contexts, 
data, and evidence. 

Supporting young people (or groups of young people) to make informed choices and 
decisions 
4a. Service 
Orientation 
Looking for ways to 

help people develop 

their capacities 

Provides neither 
individual nor small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by not 
making any referrals to 
experts or social 
structures in the field 
for intensive services, 
as would be needed. 

Provides minimal 
individual or small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by making 
referrals to experts or 
social structures in the 
field for intensive 
services as needed. 

Provides sufficient 
individual or small group 
counselling to meet 
marginalized youth 
needs, within the scope 
of the social integration, 
by making referrals to 
experts or social 
structures in the field for 
intensive services as 
needed. 

4b. Psychology 
Demonstrates skills 

in understanding 

marginalized youth 

feelings and way of 

thinking (empathy) 

The Youth SCE Tutor 
understands and is 
able to interpret only 
the feelings and 
experiences shared by 
young people 

The Youth SCE Tutor 
has inductive thinking 
and does not only 
understand the 
feelings and 
experiences shared by 
marginalized young 
people  

The Youth SCE Tutor 
has a high empathy and 
deeply analyses the 
feelings and 
experiences shared by 
marginalized young 
people 

Establishes goals for 

enhancing 

youngster’s self-

esteem and 

confidence 

Goals for empowering 
are rudimentary and 
partially suitable for 
group needs 

Goals for empowering 
are clear and 
appropriate for group 
needs 

Goals for the 
empowering program 
are highly appropriate 
for group needs 

Planning 

interventions to 

empower youth’ s 

self-esteem 

Plans for youth are 
partially suitable for 
them or are 
sporadically aligned 
with identified needs 

Plans for youth are 
suitable for them and 
are aligned with 
identified needs 

Comprehensive plans 
for youth, finding ways 
to creatively meet 
marginalized youth 
needs 

4c. Judgment and 
Decision Making 
Preparation and use 

of relevant 

information 

Repeats information 
provided without 
question or dismisses 
evidence without 
adequate justification. 
Does not distinguish 
among fact, opinion, 
and value judgments. 
Sources are not on 
topic or are 
inappropriate. No 
evidence of search, 
selection or source 
evaluation skills. 

Use of evidence is 
qualified and selective, 
though perhaps 
unintentional. Discerns 
fact from opinion and 
may recognize bias in 
evidence though 
attribution is spotty, 
inappropriate, or 
exaggerated. Sources 
selected adequately 
meet the information 
need, though little 
evidence of more than 
routine exploration. 
Demonstrates 
adequate skill in 

Examines the evidence 
and source of evidence; 
questions its accuracy, 
precision, relevance, 
completeness. 
Information need is 
clearly defined and is 
related to assignment, 
course or personal 
interests. 
Evidence of search, 
selection, and source 
evaluation skills; notable 
identification of uniquely 
salient resources 
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searching, selecting, 
and evaluating sources 
to meet the information 
need. 

Consideration of 

alternatives and 

decision-making 

Deals only with a single 
perspective and fails to 
discuss other possible 
perspectives, especially 
those held by others. 
If more than one idea is 
advanced, alternatives 
are disjointed or bolted 
together. Adopts single 
idea(s)/decision(s) with 
little question. 

Begins to relate 
alternative views to 
qualify analysis. Rough 
integration of multiple 
viewpoints and 
comparison of ideas or 
perspectives. Ideas 
are investigated, if in a 
limited way, and 
integrated, if unevenly. 
Is able to come up with 
a decision but may 
dismiss alternative 
views too hastily. 

Addresses additional 
diverse perspectives 
drawn from outside 
information to qualify 
analysis. Fully integrated 
ideas and perspectives 
from variety of sources. 
Analogies may be used 
effectively. Integrates 
own and others' ideas 
through a complex 
process of judgment and 
justification. Can clearly 
present/justify own view, 
decision or hypothesis 
while respecting other 
views. 

4d. Complex 
Problem Solving 
Identifying problem 

and main objective 

Does not attempt to or 
fails to identify and 
summarize the problem 
accurately.  

Summary of issue is 
mostly accurate but 
some aspects are 
incorrect or confused; 
nuances and critical 
details are absent or 
glossed over. 

Clearly identifies and 
summarizes main 
problem, question or 
issue. Identifies 
secondary or implicit 
issues. If applicable, 
notes relationships 
between factors in the 
situation and how they 
relate to each other. 

Developing a Plan to 

solve the Problem 

Develops a marginal 
plan and does not 
follow it to conclusion.  

Develops an adequate 
plan and follows it to 
conclusion. 

Develops a clear and 
concise plan to solve the 
problem, with alternative 
strategies, and follows 
the plan to conclusion. 

Implement Solution Implements the solution 
in a manner that does 
not directly address the 
problem statement. 

Implements the 
solution in a manner 
that addresses the 
problem statement but 
ignores relevant 
contextual factors 

Implements the solution 
in a manner that 
addresses thoroughly 
and deeply multiple 
contextual factors of the 
problem 

Developing the personal and professional capacity 
5a. Education and 
Training 

Basic Knowledge of 
principles and various 
methods for the 
development of an 
inclusive learning 
environment. 

Good knowledge of 
principles and various 
methods for the 
development of an 
inclusive learning 
environment. 

Implementation of 
educational methods for 
the development of 
learning environment 
including the use of arts, 
music etc. 

5b. Networking Is not self-confident to 
develop intra group and 
intergroup networks 
with the local 
community and other 
local groups 

Being capable to 
develop intra group 
and intergroup 
networks with the local 
community and other 
local groups without 
networking activities 

Being capable to 
develop intra group and 
intergroup networks with 
the local community and 
other local groups and 
implement networking 
activities. 

5c. Service 
Orientation 
Looking for ways to 

help people develop 

their capacities 

Provides neither 
individual nor small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by not 
making any referrals to 
experts or social 
structures in the field 

Provides minimal 
individual or small 
group counselling to 
meet marginalized 
youth needs, within the 
scope of the social 
integration, by making 
referrals to experts or 
social structures in the 

Provides sufficient 
individual or small group 
counselling to meet 
marginalized youth 
needs, within the scope 
of the social integration, 
by making referrals to 
experts or social 
structures in the field for 
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for intensive services, 
as would be needed. 

field for intensive 
services as needed. 

intensive services as 
needed. 

5d. Technological 
Skills 
Internet Use 

Youth SCE Tutor 
demonstrates 
competency in basic 
Web search engine 
skills (explores Internet 
resources, conducts a 
detailed search for 
information on the 
assigned topic, and 
downloads necessary 
files) 

Although the student 
performs basic Web 
search engine tasks 
overall, he/she needs 
to improve in one or 
more skills areas. 

The student exhibits 
limited Web search 
engine skills, and 
requires remediation to 
perform basic tasks. 

Use of e-mail The student 
demonstrates 
competency in basic e-
mail skills 
(sends/receives written 
communications and 
transmits information 
via e-mail attachment). 

Although the student 
performs basic e-mail 
tasks overall, he/she 
needs to improve in 
one or more skills 
areas. 

The student exhibits 
limited e-mail skills, an 
requires remediation to 
perform basic tasks. 

Encouraging & developing the hard-to-reach youth’ s personal and professional 
capacity through group processes and learning 
6a. Group 
methods and 
dynamics 
Foster bonds 

between team 

members 

The Youth Tutor merely 
maintains peaceful and 
peer-friendly 
participation of 
members in the 
discussions 

The Youth Tutor 
maintains peaceful and 
peer-friendly 
participation of 
members in the 
discussions, 
strengthening the 
members' bonds 

The Youth Tutor fosters 
a sense of trust among 
team members and help 
team members realize 
the dynamics of 
teamwork 

Develop group-based 

social intervention 

The Youth Tutor is not 
a social mediator and 
does not have 
knowledge of ways of 
social contribution 

The Youth Tutor is a 
social mediator and 
presents chances of 
social contribution  

The Youth Tutor is an 
active social mediator 
and encourages the 
desire for social 
contribution 

6b. Education and 
Training 

Basic Knowledge of 
principles and various 
methods for the 
development of an 
inclusive learning 
environment. 

Good knowledge of 
principles and various 
methods for the 
development of an 
inclusive learning 
environment. 

Implementation of 
educational methods for 
the development of 
learning environment 
including the use of arts, 
music etc. 

6c. Networking Is not self-confident to 
develop intra group and 
intergroup networks 
with the local 
community and other 
local groups 

Being capable to 
develop intra group 
and intergroup 
networks with the local 
community and other 
local groups without 
networking activities 

Being capable to 
develop intra group and 
intergroup networks with 
the local community and 
other local groups and 
implement networking 
activities. 

6d. Technological 
Skills 
Internet Use 

Youth SCE Tutor 
demonstrates 
competency in basic 
Web search engine 
skills (explores Internet 
resources, conducts a 
detailed search for 
information on the 
assigned topic, and 
downloads necessary 
files) 

Although the student 
performs basic Web 
search engine tasks 
overall, he/she needs 
to improve in one or 
more skills areas. 

The student exhibits 
limited Web search 
engine skills, and 
requires remediation to 
perform basic tasks. 
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Use of e-mail The student 
demonstrates 
competency in basic e-
mail skills 
(sends/receives written 
communications and 
transmits information 
via e-mail attachment). 

Although the student 
performs basic e-mail 
tasks overall, he/she 
needs to improve in 
one or more skills 
areas. 

The student exhibits 
limited e-mail skills, an 
requires remediation to 
perform basic tasks. 

6e. Apply Group 
Learning 
strategies & 
methods 

Fails to or inadequately 
manages to identify 
activities for project-
based and collaborative 
learning experiences 

Manages to identify 
activities for project-
based and 
collaborative learning 
experiences, 
inadequately coupled 
with self- and peer-
assessment tools  

Adequately manages to 
identify activities for 
project-based and 
collaborative learning 
experiences, sufficiently 
coupled with self- and 
peer-assessment tools 

Evaluating individual and group expectations and needs and developing activities and 
education programs that address these needs 
7a. Active (Group) 
Listening 
Body Position/Eyes 

Not looking at the 
speaker/head, turned 
away, seems tired and 
sometimes bored 

Look alert most of the 
time, facing the 
speaker most of the 
time 

Facing/making eye 
contact with speaker, 
sitting straight at the 
speaker 

Summarize what the 

speaker is saying 

Doesn’t provide a 
paraphrase; or 
paraphrases 
inaccurately more than 
50% of the message; 
analyzes or evaluates 
speaker; gives advice.  

Paraphrases 
accurately, but adds 
extraneous information 

Paraphrases accurately 
and succinctly 
accurately identifies and 
empathizes emotion of 
speaker. 

Ask Questions Asks inappropriate 
questions; asks too 
many questions; 
doesn’t ask questions 
when they would be 
appropriate. 

Asks questions, but 
some are unnecessary 
or irrelevant 

Asks relevant and 
appropriate questions. 

7b. Group 
development 

Requires significant 
assistance in leading 
and empowering group 
members in 
collaborative solutions 
resulting in group 
satisfaction 

Is hesitant but able to 
lead and empower 
group members in 
collaborative solution 
resulting in group 
satisfaction 

Leaders and empowers 
group members towards 
collaborative solutions 
which maximize 
members' commitment 
to and satisfaction 

7c. Apply Group 
Learning 
strategies & 
methods 

Fails to or inadequately 
manages to identify 
activities for project-
based and collaborative 
learning experiences 

Manages to identify 
activities for project-
based and 
collaborative learning 
experiences, 
inadequately coupled 
with self- and peer-
assessment tools  

Adequately manages to 
identify activities for 
project-based and 
collaborative learning 
experiences, sufficiently 
coupled with self- and 
peer-assessment tools 

7d. Social 
intervention 

Being able to design 
programme of social 
intervention according 
to the local context 
(Tutorism, arts etc.) 

Being able to design, 
develop programme of 
social intervention 
according to the local 
context (Tutorism, arts 
etc.) 

Being able to design, 
develop and apply 
programme of social 
intervention according to 
the local context 
(Tutorism, arts etc.) 

 

5.2 EI (Self-)Assessment and OI Assessment Tools 
 
The GenY/Z-SCOODLE Project will make best use of the already developed and 
successfully piloted online Emotional Intelligence (“EI”) tools from the IGUANA project 
– see at http://www.iguana-project.eu/ -, which certainly constitute a case of “good 
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practice” to be further deployed. Relevant state-of-the-art work about the EI and its 
potential to support sustainable solutions to accompany the deployment of consistent 
competence frameworks, aiming at contributing to effective instructional design 
(course development frameworks), has also been codified and presented together 
with the D. Goleman’ s EI Model (2002) by the Global Leadership Foundation, found 
at https://globalleadershipfoundation.com/deepening-understanding/emotional-
intelligence/. 
The members of the stakeholders, from the target groups of the youth professionals 
as well as trainers and the SCE & VET teachers, in joining the experience-based, on-
the-job learning courses, would be better deploy some sort of prior assessment of 
the Emotional Intelligence competence level, by making use of the self-assessment 
tools that should be accompanying the courses to be developed in the frame of the 
GenY/Z-SCOODLE project. In order to have a solid understanding of their capacity 
levels and, on this basis, to get engaged into “fit-to-purpose” and relevant 
projects/activities, in the frame of the training programs (courses), which should be 
addressing real problems (cases), regarding both the outreaching to youth on the 
margins and their bridging with learning and should be elaborating relevant solutions, 
in such a way to enhance the participants’ (learners’) competences (of the Youth SCE 
Tutor) accordingly. 
We foresee that the mainly self-assessment tools for the EI would be used at least 
three times in the “training cycle” of the interested professionals, either the youth 
workers and of the VET & SCE teachers, before their registering to the available 
courses, during each individual’ s participation to it and, one more time, after the 
formal completion of the relevant courses. 
At the same time, and for those youth trainers and VET teachers and youth workers, 
being members of an “institution” or “organization”, we will in parallel deploy the 
Organization Innovation capacity team-assessment tools for those youth workers 
and VET & SCE teachers having reached a minimum competency level, providing a 
solid basis to assess the potential impact of the specific individual in a specific 
organizational context. Thus, fostering certain gaps, either on the side of the individual 
or on the one of the organization, gaps which need to be addressed in reasonable 
time intervals. 
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6. Deployment Steps: towards a Youth SCE Tutor Competence 
Development Course Framework 
 
In order to acquire the sufficient level of the competences necessary to deliver with 
the role of the Youth SCE Tutor, youth workers and trainers a s well as VET & SCE 
teachers need to join a modular learning procedure (with corresponding course 
modules), comprising learning activities and the relevant “assessment tools”, that 
reflect the lifeworld in which they need to operate. Within this (GenY/Z-SCOODLE) 
Project we have undertaken the effort to bridge the gap between existing – among 
the practicioners in the field of working with youth - competences and the required 
ones, in order to sufficiently deliver the necessary tasks of the specified job (role) of 
the Youth SCE Tutor, by starting with the present document and identifying the 
corresponding methodological framework. And next, by proceeding with the 
deployment process and the relevant implementation steps, which should include the 
following. 
(iv) The customization of the Competence Framework to meet the national and local 

needs; 
(v) together with the deployment of the related accompanying assessment tools, 

and 
(vi) the corresponding instructional design, the latter by employing the “Course(-

ware) Development Framework” in order to justify and build relevant Courses 
– starting in the frame of the IO3. 

Following the conceptual approach already referred to in parts 3 and 4 of the present 
document, the afore-mentioned implementation steps will be undertaken, by the 
corresponding clusters of relevant stakeholders at local (communities’) level, both for 
the further validation of the Competence Framework as well as for the building of the 
appropriate for each pilot site (country/locality) set of courses, by making use of the 
Course Development Framework. 
To this end, by deploying the so-called design thinking, the user-centered strategy 
(see reference in part 3), the whole process comprises five stages, namely 
“Empathize”, “Define”, “Ideate”, “Prototype” and “Test” – as in following graph -, 
having shown of being of great efficacy especially when there is a need to tackle ill-
defined or hardly known (understood) problems. As it seems to be the case with the 
cause of the problems which are leading to the increasing marginalization of young 
people and with those problems hindering the much-needed collaborative approach 
among different professional groups, youth workers, adult educators and SCE 
teachers and VET trainers, coupled with the corresponding organization practice 
(“stuckness”). 
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In moving from the “presenting (Theory of) the Problem”, with the stakeholders and 
users empathizing and defining (understanding) the causes to the “Action”, upon how 
to address them and to the ideating and prototyping the “Output(s),” the Project will 
deploy a “participatory action research” (PAR) practice. The PAR will be delivered 
through reflection loops of observation, reflection and planning and then acting on 
solution to the problems, as in Figure 3 below. 
 
Figure 3: the PAR loop, engaging both intermediate (trainers) and end users (youth workers & 

VET/SCE teachers) in providing solutions (by developing & running courses) 
 

 
 
In the so-called user-experience (“UX”) design it is crucial to develop and refine skills 
to understand and address relatively rapid changes in users’ settings and behaviours, 
in our case of both the youth practitioners and adult (“second chance”) educators and 
the hard-to-reach young people as well. Since its introduction, professionals from a 
variety of fields have advanced “UX Design” as a highly creative process to address 
human needs (see the introducing reference in the H. A. Simon book “The Sciences 
of the Artificial” in 1969). Project teams use design thinking to tackle ill-defined 
problems, by reframing them in human-centred ways and focusing on what is 
important for the “users.” Among the established design approaches, design thinking 
is certainly the best for “thinking out of the box”, which is what is in fact needed by 
the types of users involved in the building of both an innovative Competence 
Framework and the corresponding Courseware Development Framework. By 
“thinking out of the box” the Generation Y/Z – SCOODLE project teams in the 
corresponding piloting sites can handle hard-to-conceive insights and apply a 
collection of hands-on methods, in order to identify innovative answers and prototype 
and pilot (“test”) the main project Outputs. 
As already presented, design thinking comprises a five-stage process – as graph 
following -, with these stages not being always sequential and with the teams often 
running them in parallel or out of order and repeating them in an iterative way, while 
deploying the afore-mentioned PAR practice. 
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By embracing human-centered design it seems that even the seemingly intractable 
problems, like poverty, gender equality and, as with the case of the GenY/Z–
SCOODLE Project, the youth marginalization, are becoming solvable. By sending the 
message that the people who face those problems are the ones who hold the key to 
their solution. Human-centered design offers problem solvers of any stripe – our 
project team and experts and professionals in the field of fighting youth 
marginalization and helping young people get (re-)engaged with their “lifeworlds” - a 
chance to design with their “communities”, in order to deeply understand the people 
that they are looking to serve – the hard-to-reach and teach young people -, by 
dreaming up scores of ideas and creating innovative solutions rooted in those 
people’s actual needs. 
In consecutive PAR loops, with step-wise enlarging groups, starting with the 
professionals, both SC educators and other youth service workers, and then joined by 
the end beneficiaries, members from the hard-to-reach young people’ s group, the 
GenY/Z-SCOODLE project teams in the pilot sites, in Lisbon, Palermo, 
Mönchengladbach and in Athens, will first validate the hereby “research questions”, 
and thus collaboratively ideate and eventually prototype the driving solutions, in terms 
of developing (pilot) indicative modular (training, i.e. competence development) 
courses, by employing an easily contextualized Competence Framework and the 
relevant Courseware Development Framework – with the latter being a framework of 
quality benchmarks for problem-solving, collaborative learning activities and 
competence development thresholds as being identified in the following (intellectual) 
Output of this project (IO2). 
Going with the Empathizing and Defining towards the Ideating and Prototyping, the 
following Research Questions would be indicatively driving the design thinking steps 
and the PAR loops, being occasionally addressed to groups of Youth Workers and 
Adult Educators – later joined by young people as with Figure 3. 
• Which are the critical Tasks and corresponding Competences to perform them 

adequately, for those professionals (jobs) working with hard-to-reach young 
people – in order to reach a consolidated Competence Framework -; 

• which are the ways to develop these Competences with state-of-the-art, 
innovative, on-the-job training, via participatory action learning/research, joined 
by the hard-to-reach young people – validating competences in the field - and 

• which are the quality benchmarks for on-the-job training (professional 
development) experiences - and courses -, to support both individual and 
organization innovation capacity building. 

Complementary desk research and field activities, guided by the IO3 (“The Learning 
Hub”) leader, with the support of the IO1 & IO2 leader, and coordinated locally by the 
pilot site driving partner, will be contributing, by deploying the design thinking and 
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PAR approaches, as in following Figure 4, to the piloting and validation of the 
methodological framework and the courses developed on this framework. While 
groups of stakeholders (“direct users”) – and in following rounds the groups of young 
people (“ultimate beneficiaries”) – would carry out PAR activities, by producing their 
“stories” via filming and other means of self and group reflection. 
 

Figure 4: From Empathizing & Defining to Ideating & Prototyping 

 
 
In order to come up with an innovative social inclusion model, encompassing the vital 
role of the Youth SCE Tutor, we are identifying in this document (IO1) an evolutionary 
Competence Framework. Which is reflecting in terms of the corresponding 
competences the whole competency-enhancing cycle of the (hybrid) role of the Youth 
Tutor, from the phase of the latter being a young, relatively experienced youth worker 
and or VET/SCE teacher working with young people on the margins, to becoming 
engaged with the community settings and the ultimate beneficiaries and then turning 
into an experienced Youth SCE Tutor and eventually capable of systematically 
deploying professional development activities with her/his peers, active in institutions 
with OI capacity. And in this respect, the Competence Framework encompasses 
emotional and social intelligence aspects, together with function-specific 
competences, which are being developed through task/project-oriented learning (on-
the-job training). Our evolutionary approach has been initially validated through the 
desk and field research and analysis, which has been run during the first nine (9) 
project months in the five pilot validation sites, in Greece, Italy, Portugal, Germany 
and in Ireland. 
Based on the Competence Framework, as outlined previously, the project provides 
also with a Competence Development Courseware (Program) Framework to enable 
the key actors, the VET trainers and SCE teachers, together with other youth 
professionals, to acquire the competencies they need to work with the youth on the 
margins. It then provides training for the would-be Youth SCE Tutors, creating the 
space for the relevant competencies to be acquired and applied by them, while 
working and co-producing ideas and experiments for civic actions with marginalized 
young people. The utility and scalability of the solutions will therefore be tested 
through collaborative action research involving youth workers and teachers and 
young people, aiming at solutions to real problems of these people. 
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Desk research Weiterbildungskolleg Linker Niederrhein (WBKLNR) - Germany 

 

Desk research initial teacher training 

 

Initial Training for school teachers takes 4 years at university. In North Rhine-Westphalia (and 
similar around Germany) students have to choose one of six different kinds of training. The 
training follows the German tradition to separate pupils after primary education until grade 4 
into different types of schools orientated on their competences.  Students have to study two 
subjects corresponding to school subjects and educational sciences. 

They leave university with a master of education and continue with further 1.5 years of 
practical training in school settings. Half of this training time takes place at a school, the other 
half at a teacher training seminar. 

We have to note that this type of teacher training mostly attracts young people who are 
interested in subjects. They choose those types of school in their studies in which they expect 
students who start with good conditions for learning. 

 

Desk research quality of teacher training during the job 

 

There are some relevant studies that provide information on how effective teacher training 
during the job should be designed. These studies show important indications of how teachers 
learn and how the changes in the teaching role that teacher training strives for can succeed. 

 

Desk research assessment 

 

Self and peer assessment seems to be a powerful tool to guide organizational development 
and personal CPD. A tool developed in an Erasmus project can be found at 
www.secondchanceeducation.eu. 

 

Desk research leadership 

 

Since the 1990s, the portfolio of tasks for school principals has changed significantly. 
If their task was previously primarily to ensure the functionality of their school, they 
are now expected to design their schools as managers and school developers and to 
take on leadership roles in organizational, personnel and teaching development. For 
these tasks, they need specific expert knowledge and skills that they do not acquire in 
their teacher training. 

Available are programs for principals training before taking this job – its obligatory in 
federal state of NRW - but also those trainings on the job. 

 

Desk Research Schools and Democracy / Participation 
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We find that it is important to consider three fields of action in the development of citizenship 
in schools: 

- democracy as the participation of all those involved in the school laws (formal democracy) 
- Democratic education as a subject 
- Democracy and participation as the basis for the design of lessons 
 

Available are 

Statement of the Conference of Ministers of Education in Germany 

Framework of “Democratic Education” at school 

Tool for Quality Assurance of Education for Democratic Citizenship in Schools 

Council of Europe Report on the state of citizenship and human rights education in Europe 

Collection of tools to design all lessons at school as genuine democratic and participative 

 

Desk research resilience 

 

Summary: Those working with hard-to-reach youngsters should have an understanding of 
resilience. Here they learn what is necessary to strengthen such young people and enable 
them to master challenges in life. 

 

School as a place for resilience development 

• Attachment: The relationship between pupils and teacher 

• Control / Orientation: Transparent structures, partnership and inclusion; high but 
achievable goals  

• Self-esteem: Teachers and the institution school has to value all youngsters - not only the 
top performers 

• Pleasure gain: Individual curricula should lead to flow experiences 

 

This knowledge is not only valuable for working with young people. It also helps heads of 
institutions to prevent burnout among employees by creating a “resilient” institutional 
environment. 

 

Desk reserach Socio-pedagogically oriented educational offers for hard to reach youngsters 

Desk research follows recommendations by the interviewee Prof. Dr. Schierz. The studies 
deepen the information of the interview (see there). 
The examples of socio-pedagogically oriented educational offers range from distance learning 
to offers that prepare for vocational training and which, depending on the offer, make it 
possible to acquire a school leaving certificate, to offers that combine a learning offer with a 
work stay abroad. All offers are financed by state subsidies that come from national social 
legislation and are partly supplemented by subsidies from European programs. 
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Desk research initial training for social workers 

There is no state-prescribed curriculum for training in the field of social work. However, each 
university must have the design of the course checked and approved by a state accreditation 
agency  

As an example, here is some key information about studying at the University of Applied 
Science in Mönchengladbach (https://www.hs-niederrhein.de/faculties/applied-social-
sciences/) 
 
Studying at the Faculty of Applied Social Sciences 

Our degree programmes are designed to meet academic and practical demands so that you 
can achieve the best performance in your working life. Lectures and seminars will provide 
basic and specific knowledge - based on relevant social science theories and current research 
findings - as well as methods and didactics so you can perform professionally within the 
various fields of Social Work, Education and Management in non-profit organisations. Specific 
training activities in small groups will help you develop your professional role and apply your 
skills to a variety of different user groups and institutional contexts. 

Academic standards are based in social work science, in interdisciplinary collaboration, ethical 
research and social work principles as well as in a commitment to the joint dissemination of 
theory and practice. 
 
Most interesting for our context is the combination of theory and practice during the course 

Theory & practice 

During the course, the conditions of human developments, undesirable developments and 
conflicts are presented. The social interdependence in the emergence of social emergencies 
is shown. The educational guiding principles and the legal and socio-economic framework 
conditions for helping interventions are developed. In order to analyse and resolve the tension 
between theory and practice, several theory-practice events are compulsory in the social 
affairs department. 

• The "project event" 
A full-time lecturer and a lecturer from professional practice introduce the students to a 
special field of social work. You take up the theory-practice problems in a demanding 
reflection process. The students have to work on tasks in the respective practical area. 

• The "university-assisted practical phase" 
In the fourth semester, the students spend four days a week in an internship and are 
accompanied by courses in the department on one day of the week. 
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FIELD RESEARCH (Interviews) 

 
Interview with a representative of initial training of social workers 
Prof. Dr. Sascha Schierz, University of applied studies Niederrhein, Faculty Applied Social 
Sciences (Interview 28.5.2021, online) 

 
Key results: 

A classic role conflict arises when teachers and social workers work together in schools. Both 
persons initially follow the logic of their role as determined by their profession: 

§ Education mandate versus youth welfare mandate. 
§ The task of the school is determined externally by the objective specified in the 

curriculum and the examination conditions. These goals are pursued through content that 
is taught in groups by teachers. 

§ The youth welfare commission is aimed at accompanying individuals to achieve their 
individual development goals. 

§ In the role conflict, status issues often become visible, which are shaped by the 
institutional - often hierarchical - structure of the educational institution. 

 
The task of the school social worker in this setting is often determined by a “repair order” that 
is assigned by the school, a "fire department function of school social work." 

§ Solution approaches in the training of social workers 
§ Create awareness of the existence of the conflict. 
§ Reflection in the „theory - practice phases“ of the training. 
§ Handling of conflicts in supervision as an element of quality assurance in training 
§ Solution approaches in school practice 

 

Task of school management: 

§ Define the common mission, create awareness of the conflict 
§ Create forms of cooperation between the professions on an equal footing: team 

structure, establishment of a person-related, participatory advisory structure - they talk 
to me, not about me. 

§ Establishment of forms of cooperation: collegial case advice, definition of decision-
making competencies, structure for conflict management in the institution 

 

 

Interview with an experienced social worker in SCE 
Eva T. Age 65 , 25 Jahre in SCE (4.6.2021, face to face) 

 

In 25 years the acceptance of social work in schools in general has increased. There are always 
more problems than time. That tends to stress. 

 

A clear understanding of the profession and self-confidence of the social workers is required 
in a system (training / education) in which social work is an additum. 
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In the institution, social work must insist on a clear, profession-oriented task description. The 
school management has a decisive role in this. It needs a reflective understanding of the task, 
the possibilities and limits of social work. Social work is not a “fire brigade” or a “repair shop”. 
It enables a different view of the "people". 

 

The “open door” is a must in a system that lives from the timing of a timetable. Successful 
social work in schools requires a large local network that is built on mutual trust and respect. 
This is only possible with continuous activity on site. Project-related terminated jobs cannot 
do that. Successful social work in school needs exchange on equal footing between social 
workers and external supervision as a basis for reflection on one's own actions. 

 

 

Interviews with experienced teachers in SCE 
 

Interview Angelika W., age 65, 15 years in SCE, before 20 years in teaching activities in 
different projects (face to face 15.6.2021) 

 
I wanted to become a teacher, but not like the teachers I have had as pupil. They weren't 
interested in me. I should deliver what they have given without any problems and with the 
best possible results. The teachers were responsible for the input, everything else had to be 
done by me. In sports I learned to set my own goals, I learned I’m worthy, I learned to fight 
for my goals.Then I became a teacher because I wanted to support people, as I had 
experienced in sports.I didn't want to lose myself as a person in a system, give up my 
personality and my values. 

I wanted to have a relationship with my students because I have seen in sports that you can 
get something out of everyone in this way. 

Today the relationship is the most important for our young people. They are able to re-engage 
in learning, in school, if they trust their teachers 

For them there is often no other security, no feeling of being seen. 

Consumption today creates status, the less I can afford, the greater the longing. That is why 
security, trust and respect are important, if this can be experienced in contact with the 
teacher. I don't have to show anything on the outside. I as person being seen. 

Reliability of the teacher creates trust. I am seen, I am important to him or her. 

How do I interest teachers from the (traditional system) in working with these young people. 

I have to reach those who do not feel comfortable in the system because they fear giving up 
their personality. With them I have the chance to arouse curiosity. These teachers also deserve 
a second chance. 

The school / institution must give security “They know what they are doing. Here I can make 
a difference with my strengths (and weaknesses). Here I have my role. The school needs a 
mission, it has to say something to the world around. The leader has to set sail, even the leader 
can’t direct the wind. 

 

Interview Joachim R., age 64, 24 years in SCE, before teacher at Gymnasium, lecturer assistant 
at university, department of biology (Face to face 25.06.2021) 



 

 
 

74 

 

At the age of 40 I had to make a decision about the future because I could only get fixed-term 
contracts at the university. 

The change to the second education was an exhausting challenge. The students I met there 
were strangers to me. I had to make significant compromises in my subjects. But had a good 
professional foundation and security there. 

It helped that I grew up in a tolerant, liberal home. I have a positive attitude towards life and 
the challenges I encountered there. Here I was able to develop tolerance, empathy for all 
people and sociability. 

A good team, clear structures and a school manager who understood how to lead the team 
with clarity, support with the constantly changing tasks, trust in the skills of the team 
members, problem-solving and conflict skills, were helpful. 

I do not find the social science categorization of "generations" helpful because it obscures the 
individual needs of the increasingly heterogeneous clientele. 

Working in a multi-professional team was necessary in order to accept the limitations of one's 
own ability to act. The local network helped to organize the accompanying support that was 
necessary for the students, especially when the possibilities in our own institution were 
exhausted. 

 

 

Interview head of „Jobcenter“ -Agency for unemployed people with need of publicpuplic 

welfare support 
Mr. Müller – Head of Jobcenter (J.C.), Mrs. Neuß – Leading officer of casemanagement – 
labour market agency Dpt. Youth, Mr. Meisterling Riecks - Vice head of Jobcenter, Mr. Jansen 
– Director of J.C. “Youth Meeting point” (16.06.2021, face to face) 
 

We talk about hard to reach youngsters. We use the picture of an apple-tree. These 
youngsters are those apples which are hard to reach in the top of the tree. 

In Mönchengladbach they use a network with these angles: labour market agency – Dept. 
Youth – Schools / school-authorities – Youth Department of City council. 

 

Main findings: 

Traditional offers of the institutions in the network does not reach these youngsters. 

J.C. offers a “Youth meeting point”– with offers and managementmanaged like social workers 
will do – main target “manage your all day life” three month training program. 

For those who are not reachable with this offer the labor market agency offers an “open door 
cafe”, with free of charge offers to drink and have a bite, with showers, and some bedrooms. 

In Youth Department they have an open door police, the youngsters can visit their case 
manager without an appointment. Youngsters use the mobile numbermobilnumber and the 
mailadress of their case managercasemanager.  

Participants in the network try to focus on allof all the needs of the youngsters – f.e. second 
hand clothing, material to clean their apartment, cContraceptives, etc. 
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Success elements: continuity in personal contacts, relation building, Case discussions of the 
partners necessary to advise on a case, changed mindset with youngsters first – traditional 
bureaucracy second, interface management, background: cooperation agreement signed by 
the heads of all partners and the city council. 

 

“What we do is against the formal success criteria. Our job is to reduce unemployment. We try 
to reach unemployed youngsters. With each youngster who is not yet registered as 
unemployed the number of unemployment growsth.” 

 

 

Interview with Head of Social Service – City council Mönchengladbach 

Ms Dörte Schall (09.06.2021, face to face) 

 

Key results: 

§ The descriptions of peculiarities and differences of youth generations f.e. Generation X / 
Y made by the social sciences are noted. However, for young people whose basic needs 
are not satisfied, the majority of whom are young people who grow up in precarious 
situations and are difficult to reach, they hardly have a leading role in the work and offers 
of social services. 

§ In these offers, the satisfaction of basic needs is first task. 
§ Poverty development - people, including young people who are difficult to reach, are 

absorbed by transfer payments from the age of 18. But that does not change the 
fundamental problem. Those who have little money have fewer opportunities. Our 
society doesn’t offer equal  opportunities for all children and young people. 

 

Offers: 

§ Social work is structured in a “go to them (outreach) approach” instead of "you have to 
come to us approach" 

§ Youth centres are focused to the needs of hard-to-reach young people. 
§ Established structures to work in neighbourhoods, street work in high risk areas 
§ If the budget is tight, prioritization of budget is aimed at reaching disadvantaged children 

and young people 
§ Established social work at school 
§ Continuously evaluation of projects and offers, check for usefulness, adjust offers 
 

 

Interview with students in SCE (individual interviews) 
Thomas K. (Videocall, 17.06.2021), Soheila S. (Videocall, 17.06.2021), Sakia A (face to face 
23.6.2021) 
 

The participants noticed the heterogeneity of the groups under the aspect of motivation and 
goal orientation 

That is often annoying. The participants ask how teachers can be "fair" in this. 

They highlight that teachers are friendly, supportive and patient. 
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They experienced that a good atmosphere in classes strengthens motivation and goal 
orientation 

 

What do we learn? 

Hattie is right with his study - it depends on the teachers. 

Rutter is right with his study- it is easier to learn in a learning environment in which everyone 
pulls together "in the same direction" as in a system in which one does not experience a 
common goal. 

Resilience research is right - if I have the feeling that I am the director of my life, I can influence 
and shape it, and when I see myself in an environment in which I am accepted and supported, 
then it will also work in stressful situations. 

 

 

Interviews with teachers who have recently started their jobs in SCE 
Alex R. [age 39, original training - teacher higher education (Gymnasium)], Michael K. [age 37 
original training - teacher higher education (Gymnasium)], Maria W. [age 56, original training 
- teacher higher education (Gymnasium)] 
 

Biggest challenge? 

- strange and curious students 
- psychological instability of students 
- heterogeneity in the classes 
- often great resistance to learning 
- redefinition of the role of teacher - from lecturing to facilitating learning 
- the need to justify actions and decisions 
- orientation in an organization and structure unfamiliar for a school 
- perception of individual life stories 
 

Resources from previous work experience? 

- experience with people outside of own social and environmental background (voluntary 
work with refugees, compulsory service instead of military service with disabled 
youngsters); and 

- psychological training 
 

Subgroups/generation Y/Z? 

- It cannot be categorized; 
- Instead, goal-oriented and disoriented, unstable students differ significantly in their 

needs; 
- foreign language participants have special requirements 
 

Helpful when getting started? 

- Support from headmaster and colleagues (not seen like this before); 
- benevolent, open participants; 
- it also helped that you could rely on your own professional tools anyway; 
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- initial didactic training was helpful, even it was long time ago; 
- existence of a cooperative working structure in the institution 
 

Tips for preparing to get started? 

- How to deal with frustrating, scary, traumatizing school experiences; 
- strengthening independence and personal responsibility - how does it work? 
 

Tips for getting started? 

- For colleagues: support from a supervisor (someone who does not work at school himself, but 
comes from the field of school advice / communication advice); 

- assistance from social worker should be available; 
- check your attitudes as teachers: We owe the students something!!! Reluctance to judge 

students!!! 
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Annex II –Italy: Research Validation Report 
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Methodological Note 

This document combines the analysis of primary and secondary data. Field research was 
conducted through semi-structured interviews with 8 stakeholders working with hard-to-
reach young people at the local and national level in private, third sector and public 
institutions: youth workers, teachers, guidance counsellors, educators, trainers. A list of 
bibliographic references is also provided at the bottom of the document. 

 

The Italian Context 

Early School Leaving in Italy and Palermo 

Italy is one of the European Countries with the highest levels of early school leaving. In 2019 
the rate of Early School Leavers in the country was 13,5%. In the south of the country, this 
percentage peaked to 18,2%, matched with very high rates of youth unemployment. Early 
School Leaving is also much more frequent among foreign youths (36,5%) and the share of 
NEETs in Italy is the highest of all European countries. (Istat, 2021). In Palermo, during the 
academic year 2019/2020, 1858 students have been reported as early school leavers. The 
COVID-19 pandemic and the shift to distance teaching has exacerbated this phenomenon due 
to the lack of access to digital tools, the lack of digital competences and the physical distance, 
which broadened the gap between schools and students. To respond to this phenomenon at 
the local level, the Municipality of Palermo and the Regional Educational Office have 
established a public body, Unità Organizzativa Dispersione Scolastica (UODP) tasked with 
implementing integrated and coordinated measures to counter early school leaving, as well 
as collecting data and elaborating reports on this phenomenon. Notified by the school on 
drop-out cases, the UODP schedules family visits and works with both settings to find shared 
solutions for the reintegration of youths in the school system. (UODP, 2021). 

Second Chance Education in Italy 

Education is compulsory in Italy for 10 years, between 6 and 16 years of age, and it’s aimed at 
obtaining a Secondary School Diploma before the 18th year of age. (MIUR, 2021). In Italy, 
Second Chance Education is not officially recognized, but a number of public and private 
institutions are tasked with the educational inclusion of youths and adults that fall behind on 
their education. The Provincial Centre for Adult Education (CPIA) is the main public institution 
tasked with the education and training of people over the 16th year of age. A very important 
role in the rehabilitation of disadvantage pupils at risk of early school leaving is played by third 
sector organizations working in non-formal education settings. Local third sector 
organizations often work in partnership with local schools, offering educational support and 
facilitating some activities. Their interventions are often project-based and tailored to specific 
target groups including NEETs, migrants, human trafficking victims, youths with disadvantages 
socio economic backgrounds, juvenile offenders, former drug addicts and youths at risk of 
marginalization in general.  

In summary, the core institution tasked with educational inclusion of youths at risk in Italy are:  



 

 
 

80 

- Provincial Centre for the Education of Adults (CPIA): public institution organized in a 
territorial network, tasked with the education and training of people over the 16th 
year of age. Its goal is to allow marginalized young adults to obtain secondary school 
diplomas and/or Italian Language certifications, and help them build a professional 
path. 

- Night Schools: night courses implemented by some public schools that allow to obtain 
a secondary school diploma of the same value of the morning classes.  

- Vocational Training Centres: private organizations providing professional 
development courses. Their aim is to increase people’s opportunities for inclusion in 
the job market, also providing orientation services.  

- NGOs: third sector organizations offering opportunities for personal growth, 
education and integration to marginalized youths through innovative educational 
approaches. Their aim is to foster people’s autonomy and emancipation. 

- Educational Communities for youths: residential communities managed by third 
sector organizations in which educators build individualized learning paths that help 
marginalized youths build a process of autonomy and independence. They help them 
get an education, start a professionalization path and enter the job market.  

 
Teacher Training in Italy 

Public school teaching staff training in Italy is regulated by the Ministerial Decree 249/2010, 
which establishes that training programs for teachers should be aimed at the acquisition of 
the following competences: 

- Expertise in the teaching subject(s).  
- Psycho-pedagogical Competences 
- Methodological/Didactic Competences, including those aimed at the inclusion of 

people with disabilities 
- Organizational Competences 
- Relational Competences 
- English Language Competences (B2) 
- Digital Competences  

Secondary School teachers (First and Second Degree) are required to have completed a 
Master’s Degree in their teaching subjects. For example, a math teacher needs to have a 
degree in Mathematics (or similar subjects such as Engineering), a history teacher needs to 
have a Master’s degree in History (or similar subjects such as Anthropology), and so on. 
Master’s graduates who want to become teachers need to acquire additional 24 academic 
credits (ECTS) in anthropological, psychological, pedagogical and methodological/didactic 
subjects in order to participate in a public competition and enter the school system. These 24 

ECTS, which can be obtained by passing a test and an oral exam, are the only mandatory, 

official pre-service teacher training for all secondary public school teachers. After that, 
teachers can be immediately hired in schools. Only those with permanent contracts undergo 
an induction period of one year in which they are assigned a tutor, a more experienced 
colleague, to support them at the beginning of their career. Since most young teachers (78%) 
have fixed-term contract, only one young teacher out of five actually takes part in this 
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induction period (European Commission/EACEA/Eurydice, 2021). Furthermore, according to 
some of the stakeholders interviewed, these induction periods often lack observation and 
control on the concrete achievement of learning outcomes. Only Support Teachers (Insegnanti 
di Sostegno), who are tasked with assisting pupils with learning disabilities or other certified 
special needs, are required to take a postgraduate specialization course on pedagogy, 
psychology, child psychiatry and other disciplines, and a five months traineeship in a 
classroom.  

Extensive academic research (Trinchero, Calvani, Marzano, Vivanet, 2020; Nigris, 2020; 
Luzzatto, 2020; Biasi, Caggiano & Ciraci, 2019; Cambi, 2014) highlights the shortcomings of an 
information-based teacher training system such as the Italian, focused almost exclusively on 
subject knowledge and technical/disciplinary competences that overlooks the development 
of transversal competences and the provision of practical, on-the-job training. In Italy, the 
total amount of professional training for teachers is, indeed, only 8% of the total amount of 
Initial Teacher Education (ITE). The European Commission has established that Initial Teacher 
Education (ITE) should include three core elements: subject knowledge, pedagogical theory 
and practical training, but less then 60% of Italian teachers report that they were trained in all 
three core elements. (European Commission/EACEA/Eurydice, 2021).  This is confirmed also 
by some of the stakeholders interviewed for this research who called for a much more 
comprehensive, critical and autonomous training beyond the 24 ECTS.  

With regards to teachers’ Continuous Professional Development (CPD), there is no centralized 
ministerial procedure that defines common national standards for teachers’ continuous 
professional development. The ministry issues general guidelines every three years, 
recommending topics and skills. The guidelines currently in place recommend the 
development of systemic skills (e.g. school autonomy, evaluation, innovative teaching), 21st 
century skills (e.g. foreign languages, digital skills, school-based and workplace learning) and 
skills for inclusive schooling. Each school principal can then define for his/her teachers the 
amount of mandatory hours of refresher training per year, as well as the mode of attendance 
and control mechanisms. The Italian Ministry of Education implements a digital information 
platform S.O.F.I.A., which offers a comprehensive catalogue of the CPD offer. (European 
Commission/EACEA/Eurydice, 2021).   

Finally, in Italy there is also a very weak appraisal system for teachers’ quality of work. The 
proportion of teachers working in schools where they are appraised at least every year is 
below the EU level. In 2015 a ministerial reform introduced a financial reward for teachers, 
granted on the basis of positive appraisal. This measure reduced the amount of teachers 
working in schools where they have never been evaluated, yet this percentage remains very 
high (46%). Indeed, whether schools allocate part of their funding to this scheme may vary 
from one school to another. Remarkably, Italy is the only European country that carries out 
teachers’ appraisal for financial reward and doesn’t report “providing feedback to improve 
teachers’ performance” as one of the aims of its teacher’s appraisal system. A teacher’s career 
advancement is based almost exclusively on the basis of “years of work” and therefore on 
quantity rather than quality of teaching. (European Commission/EACEA/Eurydice, 2021).   

Many of the stakeholders interviewed who work in the public education system pointed out 
that schools are often the only support system available to a young person at risk of 
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marginalization. Nonetheless, this system is still unfit for purpose. The main reason behind 
these shortcomings is the systematically insufficient attention given to the pre-service and in-
service training of the educational staff.  

 

Youth Workers in Italy and Competence Frameworks  

In Italy there are no defined boundaries for Youth Work. It is an “umbrella term” that includes 
a number of different professional figures, traditions and activities linked to non-formal 
education and active pedagogy. Youth Work can be intended as a non-formal learning process 
aiming at developing young people in terms of active citizenship, integration in civil society 
and increasing solidarity, but there is no officially recognized definition of this field. Youth 
Work landed in Italy in the 90s as a result of EU funded projects and it’s implemented for the 
vast majority by third sector organizations, outside of the formal education system.  

In this context, the definition of a professionalized Youth Worker on the basis of a commonly 
recognized Competence Framework is a challenge that the organizations and institutions in 
Italy as still failing to get. Some organisations spontaneously refer to the Council of Europe 
Youth Work Portfolio, Council of Europe quality label for youth centres and the European 
Youth Forum Framework for Quality Assurance of Non-formal education, yet in general 
associations train educators on the basis of their own frameworks and values. Also, none of 
the stakeholders interviewed for the purporse of this research could identify a Competence 
Framework for the recognition and validation of their skills. Both available research and the 
interviews conducted confirm that Youth Workers tend to have very different, usually 
multidisciplinary, academic backgrounds, which often include:  

- Educational Science  
- Pedagogy 
- Human Resources Management 
- Anthropology 
- Intercultural Communication 
- International Relations 

 
Besides Higher Education, there is a broad range of short and long-term courses organized by 
third sector organizations or universities that train youth workers, albeit without providing 
professional qualifications. It seems evident that the most common path to learn and focus 
on youth work is direct experience on the field. Yet, practical training is not provided before 
entering the job market. (D'Amore,  Silvestrini, & Chieffi, 2021). 
 
The following section will highlight some of the jobs and professional figures offering youth 
services and Second Chance Education in Italy 

 
Jobs and Competences  
 
The field research identified a number of professional figures offering youth services and 
Second Chance Education in Italy. These are educational staff of both private, third sector 
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organizations and public institutions, including the Provincial Centre for Adult Education, 
NGOs, VET centres, Night Schools and Educational Communities for Minors.  
 
The jobs and job-families identified are summarized in the table below:  
 

Job/Job Family Tasks Skills & Competences (Formal) 
Professional 

Development 

Teacher (Night 
school/ Support 
teacher/ 
Provincial Centre 
for Education of 
Adults) 

Teaching of school 
subjects; relationships with 
family and work 
environments. For 
migrants: support with 
bureaucracy (health care, 
documents etc); 
mentoring; support with 
CV writing and job hunting 

Teaching Skills; 
Communication; Social 
and Relational; Group 
Management; 
Adaptability 

See paragraph on 
teacher training + 
non-formal, 
autonomous 
professional 
development 

Trainer/Youth 
Worker 

Non-formal education 
trainings; Planning, 
creation and adaptation of 
training content and 
material; Orientation; 
Cultural events 
organization; Networking; 
Project Management 

Training and teaching 
skills ; Project 
Manangement; 
Organization and 
Planning ; 
Communication; Social 
and Relational; Group 
management; Team 
Work; Linguistic 
competences; Digital 
Competences; 
Creativity; Leadership; 
Adaptability 

No formal 
professional 
development. 
Individual 
education path + 
On the job 
experience 

Educator Coordination and 
organization of educational 
activities: didactic, 
professional and 
recreational (sport and 
cultural activities) 

Social and Relational; 
Group management; 
Leadership; 
Adaptability 

BA in Educational 
Sciences 

Guidance 
Counsellor 

Vocational training; job 
placement (CV, cover 
letter, job search); 
professional project 
development 

Organizational; Social 
and Relational; 
Communication; 
Leadership; 
Mediation; 
Adaptability 

No formal 
professional 
development. 
Individual 
education path + 
On the job 
experience 

 
Other professional figures working side by side with the people interviewed are:  

- Project managers 
- Tutors 
- Social Workers 
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- Psychologists 
- Intercultural mediators 
- Volunteers 

The interviews conducted with stakeholders highlighted the need for a paradigm shift in 
education towards an approach that is truly educational. The etymology of this word comes 
from the Latin phrase ex – ducere, which means “to bring out”, to bring to light something 
that is hidden. Rather, traditional approaches to education conceive learners as empty vessels 
and are more prone to insignare or instruere (to teach, to instruct), respectively “to mark” and 
“to insert”. There is still resistance in formal education settings to conceiving education as an 
empathetic process of mutual exchange, in which all actors contribute to the learning process, 
and the educators make an effort to “lower their level of truth”, to deconstruct their 
knowledge and create attractive, safe environments that allow to identify hidden problems 
and find shared solutions. Non-formal education organizations in Italy are practicing and 
promoting strategies, methodologies and educational tools aimed at fostering an innovative, 
more horizontal and inclusive approach to education. Stakeholders interviewed highlighted 
the importance of avoiding rigid structures and schemes, listening to the participants, asking 
what people’s dreams and aspirations are, and building a human relationship. On the basis of 
that relationship, and thanks to continuous dialogue and feedback mechanisms, one can 
adapt activities to people’s individual needs and learning approaches. The bottom line is that 
the learning process should be one of enjoyment. Amusement has a very strong impact on 
people’s learning abilities and if the educator is able to have fun and position him/herself as 
one of the players, he/she can create inclusive, attractive and horizontal environments that 
can improve the learning experience for all actors involved.  

Within this general framework, stakeholders identified some core competences for youth 

workers and educators working with hard-to-reach young people :  

- Personal Competences - self-analysis and self-critique; ability to learn from the group; 
adaptability; conflict management.  

- Relational and Communication - ability to listen; empathy; ability to build trust; 
leadership; teamwork; mediation; tolerance; patience; curiosity; respect; ability to be 
flexible in relation to contexts and needs, to individualize the activities and 
educational paths. 

- Psycho-pedagogical Competences – ability to build trust and support youths in their 
educational process on a psycho-social level, seeing the individual as the holder of 
emotions and passions. Basic knowledge of social psychology and youths’ cognitive 
profiles (e.g. learning disabilities).  

- Intercultural Competences: ability to mediate between cultures and subcultures, and 
promote interculturality in general; ability to deconstruct Eurocentric views of the 
world.  

- Artistic/Creativity- related Competences – creative thinking; performing arts (theatre, 
dance, movement, visual arts); expressive therapies.  

- Organizational and Planning Competences – project management; definition of goals; 
logistics; group and time management.  
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- Linguistic Competences – knowledge of foreign languages (mostly English and 
French); ability to teach Italian as a Second Language.   

- Digital Competences – use of basic digital tools; use of digital visual tools (graphic 
design, video making, photography).  

- Socio-anthropological knowledge of target groups and local contexts – e.g. For 
migrants: basic knowledge of migration/reception laws and regulations, geography, 
transnational migration trends and contexts, etc. For young offenders: basic 
knowledge of the judicial systems and socio-cultural backgrounds of youths; etc.  

Besides the development of these competences, the knowledge and use of non-formal and 

action learning educational tools and techniques can support the creation of attractive 
environments. A non-exhaustive list of tools mentioned by the stakeholders interviewed, 
includes: 

o Learning by doing 
o Learning by playing  
o Flipped Classroom 
o Cooperative Learning 
o On-the-job learning 
o Field trips  
o Peer to Peer learning 
o Role Play 
o Theatre, Movement, Dance 
o Expressive therapies 
o Creative thinking 
o Active learning 
o Reciprocal Maieutic Approach 
o Use of visual material: art, video, drawing, and other non-verbal means of 

communication 
 

Target Groups 
 
The stakeholders interviewed work with marginalized youths of generations Y and Z coming 
from difficult socioeconomic backgrounds including NEETs, migrant men, women and 
unaccompanied minors, cultural and religious minorities, ex-offenders, victims of human 
trafficking, drug addicts and other youths at risk of marginalizaiton. 

Core barriers to the inclusions of these groups include: 

- Structural barriers – These barriers are posed by the cumbersome nature of 
bureaucracy and institutional procedures which makes de facto some sectors of the 
society inaccessible for marginalized individuals, who feel left out and not taken into 
consideration. For example, access to CPIA (Provincial Centre for the Education of 
Adults), which is the institution that allows adults to obtain school diplomas and 
Italian language certification, is often hindered by complicated bureaucratic 
procedures. For migrants this adds to the significant barriers posed by the 
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asylum/regularization procedures, which hinder access other means of inclusion 
(work, house, etc). 

- Linguistic barriers – Linguistic barriers are one of the main obstacles to the inclusion 
of migrants. Nonetheless it’s important to point out that also many Italian young 
adults in Palermo have low levels of proficiency in formal Italian language because of 
the predominance of local dialects in some social settings.  

- Social barriers - The social context in which people live and grow is a great barrier to 
inclusion, preventing youths to get out of their “social bubbles”. Outside of the 
educational institutions there are usually settings and relationships who have the 
greatest influence on a person’s choices. Among the social barriers are the 
racialization and stigma faced by people with a migration background.  

- Economic barriers – Economic independence is paramount for integration. The lack 
of autonomy in terms of work and housing is one of the greatest barriers to inclusion.  

 
The stakeholders interviewed identified some core educational needs of target groups. There 
are, of course, substantial individual differences between the various target groups that 
compose the general category of “hard-to reach young people”. This is a summary of some of 
the most common needs:  

- Build trust in themselves and their future - many hard-to-reach young people have 
very low trust in themselves and their future. They consider themselves unworthy and 
do not feel that they have an alternative or a choice. Trust building should therefore 
be one of the most important goals of educational contexts.  

- Build trust in others, feel included and develop sense of belonging – marginalized 
young people need to feel understood and supported, included in a social group. This 
is fundamental for the development of trust, strength and self-esteem. Educational 
contexts should, therefore, also be able to offer opportunities for socialization, for 
example by building networks with local volunteering and sport organizations, in 
order to facilitate youths’ ability to navigate new, stimulating social environments and 
develop a new sense of belonging.   

- Discover what they like and what they want to become - Many young people do not 
have sufficient knowledge of the educational and career opportunities they have, or 
how to pursue them. It’s essential to be able to orient young people in the choice of 
their future paths within and beyond the school, for example by connecting them with 
professionals or other inspirational figures.  

- Fun, enjoyment and empowerment in learning – young people need to feel 
empowered and enjoy the learning process. It is therefore necessary to move beyond 
compelling and unexciting ways of teaching and embrace non-formal approaches that 
allow youths to feel protagonists of their learning path.  

- Intercultural skills –Intercultural education is critical for both migrants, who need to 
be able to navigate a new culture and negotiate cultural boundaries, and locals, in 
order for them to be active citizens in multicultural communities.  

- Language skills – as explained earlier, teaching both Italian and foreign languages to 
both migrant and local youths seems to be one of the most pressing needs.  
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- Life skills – young people’s autonomy and independence also goes through their 
ability to make decisions about their everyday life experiences and manage their life 
in all of its aspects: health, documents, work, etc.  

- Digital skills – on a general level young people have a better familiarity with digital 
tools than older generations. Nonetheless, the recent pandemic has enhanced the 
need to leave no one behind on digital inclusion. In Palermo, one of the main causes 
for early school living during the pandemic was the lack of digital competences.  

 

Some of the core obstacles faced by stakeholders in reaching out to, engaging and creating 

inclusive environments for hard-to-reach young people, are:  

- Relationships with families – sometimes families don’t have trust in the education 
system in general, or do not agree with the organization’s methodologies, or don’t 
have the time to be supportive and present in their children’s educational process. 

- Lack of economic resources –economic resources for the inclusion of specific targets 
are limited and usually project -based. This often causes lack of continuity in the 
provision of educational services.  

- Finding the correct language and channels – often very precise definitions of projects’ 
target groups label marginalized youths as such, making them feel stigmatized. This 
calls for a greater effort to reflect on how to frame certain activities and how to 
engage young people on a communicative level.  

- Distrust in organizations that implement non-formal education – Non formal 
education is often understood as something without structure, a misunderstanding 
that causes resistance to alternative education methodologies. 
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Competence Frameworks for SCE Tutors and Youth Leaders Research from Ireland 

 

A competency model depicts a set of desired behaviours for a particular job position or level. 
Competencies are behaviours that distinguish effective performers from ineffective ones. 

Job competencies are the specific skills, knowledge, and abilities required to accomplish any 
given task at work. Knowledge refers to previous education and experience, skills refer to the 
technical or practical skills required to perform the job and behavioural attributes refer to 
personality characteristics that are key to successful job performance 
 

What is a competency? 

There are many different definitions of this concept. Generally, a competency is described as 
the knowledge, skills and behavioural attributes necessary for acceptable job performance. A 
competency can be seen as cluster of expectations described as criteria for behaviour and 
made explicit by an organization for the roles and functions of employees. A competency 
therefore is the behaviour that the organizations would like to see. Someone can acquire this 
behaviour through knowledge and experience. 

Some use the iceberg metaphor while talking about competencies. What is above the water 
surface is the observable behaviour. Below the water surface are the causes of this behaviour: 
knowledge, capacities, beliefs, norms & standards, values, motivation, and intelligence (IQ and 
EQ). The observable behaviour arises from the dynamics of the natural behaviour of a person 
and the desired behaviour is determined by his/her environment. 

A competence is best described as ‘a complex combination of knowledge, skills, 
understanding, values, attitudes and desire which lead to effective, embodied human action 
in the world, in a particular domain’ (Deakin Crick, 2008). Competence is therefore 
distinguished from skill, which is defined as the ability to perform complex acts with ease, 
precision, and adaptability.  

The concept of competence, in teaching, thus encompasses the following features:  

§ it involves tacit and explicit knowledge, cognitive and practical skills, as well as 
dispositions (motivation, beliefs, value orientations and emotions) (Rychen & Salganik, 
2003);  

§ it enables teachers to meet complex demands, by mobilising psycho-social resources in 
context, deploying them in a coherent way;  

§ it empowers the teacher to act professionally and appropriately in a situation (Koster & 
Dengerink, 2008);  

§ it helps ensure teachers' undertaking of tasks effectively (achieving the desired outcome) 
and efficiently (optimizing resources and efforts);  

§ it can be demonstrated to a certain level of achievement along a continuum (González & 
Wagenaar, 2005). 

 

5 core competencies for a post-pandemic world 

COVID 19 has changed the world of work. Here are 5 core competencies that are likely to be 
in high demand going forward. 
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Adaptability - the ability to adapt to the changes that are happening in the way companies 
operate and work is critical for survival going forward. Companies will look for employees who 
can demonstrate agility and flexibility in responding to new demands and challenges. 

Creativity - the importance of creativity and innovation has been highlighted during the 
pandemic. Companies and employees have had to come up with new ways of doing business 
in order to respond to new demands. 

Critical thinking - the ability to evaluate data accurately and objectively has become essential 
in a world overwhelmed with different ideas, arguments, and information. Employees who 
can identify and analyse data systematically will be able to make sound decisions. 

Resilience - the ability to maintain effectiveness in the face of difficulties has been widely put 
to the test during the pandemic.  Employees with strong coping skills will be able to remain 
productive in the face of challenges. 

Self-management - the ability to organize one's day, self-discipline and the motivation to 
achieve goals independently is essential with remote work. Taking personal ownership of job 
performance is vital to goal attainment. 

 

What is a skill? 

There are many definitions of skills: 

● Abilities you need to perform well 
● Abilities you acquire through training 
● Something you are good at 
● The ability to find solutions in a certain area 

Moreover, there is often a distinction between hard and soft skills. 

Soft skills 

Soft skills are personal, emotional, social and intellectual abilities. It is a technical term that is 
originally used in competency-based curricula for education. In training and educational 
sector soft skills are understood as: the ability to convert one’s competencies, when necessary 
in cooperation with others, into practical abilities and knowledge. 

Soft skills are a collective name for personal social qualities, communication and language 
skills, personal habits, kindness and optimism that add colour to the relationships with others. 

Hard skills 

Hard skills are also called functional or technical competencies that can be derived from one’s 
curriculum vitae. Hard skills are related to functions, processes and roles in organizations, and 
they are needed to put a specific job or task into practice and bring it to a successful 
conclusion.  

So, a skill is something that you have learned and thus you have become more qualified and 
capable to perform one or more tasks required for your work or role. As such, soft skills are 
complementary to the hard skills. 

 

TEACHING COMPETENCES 

The World Summit on Teaching noted that teachers need to help students acquire not only 
“the skills that are easiest to teach and easiest to test” but more importantly, ways of thinking 
(creativity, critical thinking, problem-solving, decision-making and learning); ways of working 
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(communication and collaboration); tools for working (including information and 
communications technologies); and skills around citizenship, life and career and personal and 
social responsibility for success in modern democracies” (OECD 2011).  

Teaching staff nowadays also need the competences to constantly innovate and adapt; this 
includes having critical, evidence-based attitudes, enabling them to respond to students’ 
outcomes, new evidence from inside and outside the classroom, and professional dialogue, in 
order to adapt their own practices. The acquisition and development of competences needs 
to be viewed as a career-long endeavour  

Teaching competences are focused on the role of the teacher in the classroom, directly linked 
with the 'craft' of teaching - with professional knowledge and skills mobilised for action 
(Hagger & McIntyre, 2006). Teacher competences imply a wider, systemic view of teacher 
professionalism, on multiple levels – the individual, the school, the local community, 
professional networks  

Common ground across different cultures on the nature of teaching, teacher learning and 
teachers’ competences can be outlined in six broad paradigms: the teacher as a  

-reflective agent, 
-knowledgeable expert 
-skilful expert 
-classroom actor 
-social agent 
-lifelong learner  

In some contexts, the move towards defining competences may be driven by a strong agent 
for change (e.g., a Teaching Council or other professional body). In Europe teachers 
themselves seldom seem to be the driving force for this kind of change, however countries 
with detailed teacher competence frameworks usually have external quality assurance 
processes in place (Belgium (Flanders), Estonia, Ireland, the Netherlands, UK (Scotland)  

 

Teacher Competence Frameworks 

The Netherlands and UK (Scotland) have a long-standing tradition of detailed, comprehensive 
competence framework. The Dutch frameworks provide a three-level description for each of 
the seven key teacher competences. First there is the description of the visible aspects of the 
competence (what must be achieved, and how); then, there is the competence requirement, 
which implies specific professional attitudes, knowledge, and skills; finally, indicators describe 
concrete professional actions revealing the teacher’s competence. Scotland’s teacher 
standards, introduced in 2000 in government guidelines about initial teacher education, are 
common to teachers of all levels and subjects (with minor differences), and specify features 
of different career stages and professional profiles. They build up a detailed, analytical 
framework, stressing the interaction and interdependence of the three competence 
dimensions – values, knowledge and skills, each broken down into lists of specific aspects - 
feeding into professional actions. The frameworks specify requirements and indicators for 
each competence; ‘can-do’ statements give examples for each aspect.  

 The use of frameworks of teacher competence can develop in two broad directions: towards 
promoting teacher agency, empowerment, and responsibility, or towards an intensified, 
external control of teachers that might have unintended, disempowering effects.  

Components of teacher competence frameworks often include knowledge, skills and attitudes 
(or values). The descriptors should:  
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● reflect the culture and context in which they will be used.  
● be expressed in a way that promotes teacher agency 
● be based on a culture of trust  
● motivate each teacher to grow as a professional  
● be of sufficient detail for the intended purpose. 
● be dynamic, rather than too fixed  
● use language in which teachers can recognise themselves and their school reality 

 

Such language should be: 

§ as concrete as possible, 
§ unambiguous, 
§ clear, simple, understandable by all users, 
§ consistent,  
§ empowering, affirming and positive, 
§ action-oriented (e.g. can-do statements with examples of concrete applications to 

teachers’ daily work 
 

More than 13% of teachers report that they have never been appraised. Large numbers of 
teaching staff only receive appraisal and feedback once a year or less. What is more, even 
when teaching staff were appraised, they often did not receive relevant feedback on their 
performance. In Italy, Spain, Portugal and Ireland over a quarter of teachers said that they had 
not received feedback on their performance. At the other end of the scale, almost all teachers 
in Bulgaria, Lithuania and the Slovak Republic said they received feedback on their work 

The Republic of IRELAND: Initial Teacher Training and CPD 

In Ireland the development, implementation, and revision of a competence framework, within 
a teacher education continuum, embracing initial teacher education, induction and 
professional development, is managed by a professional body guaranteeing quality- The 
Teaching Council. This reflects the ownership and involvement of the teaching profession 
throughout the process, by means of repeated consultation rounds. 

The Teaching Council (established in 2006) sees the development of a teacher competency 
framework for all career phases as key to building a stronger teacher education continuum in 
Ireland. The Teaching Council set about developing its Strategy for the Review and 
Professional Accreditation of initial teacher education Programmes in 2007. The need for a 
distinction between programme level outcomes (competences) and student learning 
outcomes (achievable, measurable, and assessable, mostly at module level) was also 
recommended. 

The draft strategy underwent a consultation process started in 2008, with teacher education 
providers’ recommendations about learning outcomes that should be general, limited in 
number, flexible and accessible. 

Learning outcomes for graduate teachers are arranged and broken down into three broad 
headings, in line with the National Qualification Framework: 

● Knowledge (Knowledge-Breadth and Knowledge-Kind) 
● Skill (Know-How, Skill-Range and Know-How, Skill-Selectivity) 
● Competence (Competence-Context and Competence-Role; Competence- Learning to 

Learn; Competence-insight)  
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For example, “Communication and relationship- building”,  

1.The graduate will demonstrate knowledge and understanding of:  

§ the importance of teacher-pupil relationships in the teaching/learning process;  
§ strategies for developing positive relationships and communicating effectively with 

pupils, parents, colleagues, the school principal, school management, co-professionals 
and the wider community.  

§ the roles of stakeholders and the importance of engagement and cooperation with them, 
contributing to the characteristic spirit of the school and developing a positive 
environment for teaching and learning.  

2.The graduate will be able to:  

● foster good relationships with and among pupils based on mutual respect and trust 
and meaningful interactions.  

●  communicate effectively with pupils, parents, colleagues, the school principal, 
school management, co-professionals, and the wider community by using 
appropriate skills, styles and systems to suit the given situation and setting  

● enable children to resolve conflict.  
● understand and accommodate the concept of inclusion, equality and diversity. 
● articulate and represent students’ interests, as appropriate.  

3. The graduate will:  

§ act as advocate on behalf of learners, referring students for specialised educational 
support, as required, and participate in the provision of that support, as appropriate; 

§ actively participate in professional learning communities which engage in group 
reflection, learning and practice. 

 

Cosán Framework for Teacher’s Continuing Professional Development  

The development process commenced in April 2016 and is currently ongoing. 

The next phase will continue for a number of years in order to allow space and time for 
different approaches to be explored, trialled, and adapted in different contexts.  

At first teachers were surveyed to find their wants. Over 5,000 teachers responded, and 
results showed that teachers want to continue their learning but that it must be: 

● Accessible 
● Relevant 
● Of high quality 
● Rich and varied 
● Have impact on their learning and on the student’s learning 
● Flexible 
● Values and recognises the importance of their learning 
● Recognises that they are professionals 
● Recognises that as professionals they know their own learning needs and what 

works best for them and for their students 
 

The framework captures richness, flexibility and variety in the dimensions of teacher learning 
i.e., formal & informal, school-based & external, personal & professional, individual & 
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collaborative. Figure 1 illustrates the learning processes and learning areas of the national 
framework 

Learning processes 

How do teachers learn best?  

● Courses, programmes, workshops, other events 
● Immersive professional activities 
● Reading & professional contributions 
● Research 
● Practice & collaboration 
● Mentoring/coaching 

Learning Areas 

Divided teacher learning into 6 main areas:  

● Leading learning 
● Inclusion 
● Well-being 
●  ICT 
● Literacy & Numeracy 
●  Supporting teacher’s learning 

 

 
Figure 1: Key elements of Cosán, The national Framework for teachers learning 
 

YOUTH SECTOR WORKERS 

 
The North South Education and Training Standards Committee for Youth Work (NSETS) was 
established on a cross-border basis in 2006 by the Department of Education for Northern 
Ireland and the Youth Affairs Unit of the Department of Education and Science (now the 
Department of Children and Youth Affairs). NSETS works to ensure and promote quality 
standards in the education and training of youth workers through an endorsement process 
based on a rigorous assessment of all aspects of programme content and delivery. 
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NSETS professional endorsement represents a formal recognition by the youth work sector 
that programmes of study in youth work have met prescribed criteria and are fit-for purpose. 
Those who do not hold qualifications specifically in youth work but who have been 
continuously engaged in professional youth work practice for 15 years an apply for. Statement 
of individual recognition. 

Representatives of the youth work sectors across Britain and Northern Ireland collaborated 
to agree a suite of 26 updated National occupational Standards for Youth Work (NoS) in 
2018/2019. While NoS have no official status in Ireland they are compatible with current youth 
work policy and practice throughout the island and have been considered in the preparation 
of the NSETS criteria and procedures. 

NoS seek to capture and define the skills, knowledge and competences used within a work 
sector and form an agreed set of aspects, units and elements that are used to describe the 
quintessential characteristics of youth work. 

 
National Quality Standards Framework Core Principles (NQSF)-  

The five core principles are viewed as the essential elements of youth work and fundamental 
to the application of the NQSF (for staff-led organisations) .  

1. Young person-centred: Recognising the rights of young people and holding as central 
their active and voluntary participation  

2. Committed to ensuring and promoting the safety and well-being of young people.  
3. Educational and developmental 
4. Committed to ensuring and promoting equality and inclusiveness in all its dealings 

with young people and adults.  
5. Dedicated to the provision of quality youth work and committed to continuous 

improvement  

Example Job descriptions 

Community worker 
Skills and qualities 

● Ability to relate to people from a wide range of backgrounds and to engage with 
target groups  

● In-depth understanding of related policies  
● Excellent written and oral communication skills including report writing  
● Understanding of the issues, concerns and interests of others without being 

patronising  
● Commitment and enthusiasm  
● Good leadership, motivational and organisational skills  
● Capable of working both on own initiative and as part of a team  
● Sincerity, patience and tact and the ability to earn the trust of others  
● Excellent listening skills and confidence in talking to people both in groups and on a 

one-to-one basis. 

Youth Worker 
Skills and qualities 

● Good communication skills 
● Ability to engage with target groups 
● Capable of working both on own initiative and as part of a team 
● Leadership skills 
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● Report writing skills 
● In-depth understanding of relevant policies. 

 

Counsellor 
Skills and qualities 

● A warm and inviting nature. 
● An active listener, with good interpersonal skills and an ability to question, reflect 

and challenge attitudes and beliefs. 
● Ability to empathise and build a supportive relationship with clients. 
● A concern for the welfare of others. 
● Maturity, self awareness and an openness to self-development. 
● Excellent communication skills, with the ability to respond sensitively and astutely to 

the personal and professional lives of others. 
 

Social worker 
Skills and qualities 

● Appreciation for human diversity and a commitment to social justice 
● Willingness to work collaboratively with clients, colleagues, and other professionals 
● Ability to problem solve and a willingness to make challenging decisions 
● Personal integrity and a respect for the privacy of others 
● Strong desire to help others 
● Good interpersonal and communication skills 
● Good report writing skills 
● Emotionally mature 
● Non-judgmental and objective 
● Empathetic and sensitive to other people's thoughts and feelings 
● Accepting of all races, religions, ages, problems, etc 
● Energetic, and possess stamina, as long hours may be involved. 
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Gen Y/Z – SCOODLE 

Desk and Field Research Report 

 
General formulations and methodology 

During the fieldwork we found that there are many different characteristics and competencies 
that teachers need to develop to be effective in the educational process, which vary according 
to the type of school they work in, according to the approach of each school and according to 
the general line of its administration. 

Overall, we delved in our interviews into the second chance schools that have the greatest 
burden of second chance education in Greece. Specifically, we conducted individual 
interviews with 6 employees of the second chance education schools among them were 
teachers, counsellors, social workers, while we also conducted two group meetings in which 
2 teachers from IIECs and a director from SDEs, young people working with young people, 
teachers in public training centres and teachers from Higher Institutes of Technology 
participated. 

Phenomenon  

Early school leaving is a common phenomenon among young people from low economic and 
socially disadvantaged families. In these family environments, children are not provided with 
the appropriate resources to facilitate the completion of their studies. They are not 
encouraged in terms of education and training, and as a result are driven prematurely, 
unskilled, to seek work for livelihood reasons. 

Young people with a migrant background are also among the groups that drop out of 
education at an early stage. This is mainly due to the shortcomings of the Greek education 
system with regard to the integration of immigrants. The gaps in critical specialisations of 
teachers who would ensure smooth integration and the valuable time lost in bureaucratic 
procedures until the apprenticeship starts in the host country are major problem areas. 

Also traditionally, low-achieving pupils are stigmatised and isolated from the school 
environment. At the same time, they are not understood by their families either, and as a 
result they often adopt violent and delinquent behaviour. Their main concern is to escape 
from education, sometimes before they have even completed the eleven-year compulsory 
apprenticeship required by Greek law. 

Due to the complex nature of early school leaving, the approach and response to this 
phenomenon must be a collaborative effort between the school and all other relevant 
stakeholders. The adoption of a 'whole school approach' is essential for reducing the rate of 
early school leaving and for educational success for all pupils. All school stakeholders 
(principals, teaching and other staff, students, parents and families), as well as external, 
educational and non-educational stakeholders, play an essential role in addressing 
educational disadvantage and preventing early school leaving. All actors have a responsibility 
to take integrated, collective and collaborative action based on interdisciplinary and 
differentiation. It is an ecosystemic way of looking at school as a multidimensional and 
interactive system that can learn and change. In order to promote change it is appropriate to 
address each dimension of school life in a coherent way. This also implies taking into account 
the needs of all stakeholders (pupils, staff and the wider local community) in the context of 
teaching, learning and the daily life of the school. 

Field research 
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Through the research we conducted we analysed all the reasons, the good practices that are 
applied and analysed the ways in which we can reduce this phenomenon. 

Following the research plan that we had set from the beginning, we tried to approach the 
discussion in each individual interview, examining those points that are the link between 
teachers and students. 

Second chance schools 

For those citizens who wish to have a second chance of education in Greece, the choice given 
to them is through the Second Chance Schools. These provide the opportunity for adults to 
study for 18 months in a total of 2 cycles of study, on completion of which trainees acquire a 
qualification equivalent to the High School Diploma. The core of the curriculum consists of 
language, numeracy, numeracy, IT, social, English, environmental and scientific literacy, as 
well as cultural and aesthetic education. Particular emphasis is placed on the acquisition of 
basic skills and the development of personal skills reinforced through collective action.  

However, it is often the case that students in these institutions are more often forced to study 
(legally sufficient training to find a job) than they actually want to. This phenomenon creates 
several problems in the educational process, making it difficult for teachers to complete their 
teaching and to capture the basic learning outcomes. 

We found that in the second training opportunity the needs and requirements of the target 
group are specific and related more to general psychological characteristics than to those of 
improving additional knowledge. Examples we came across as to the ladies needs of the target 
group, to be able to be inspired by the learning process , to offer them the learning 
mechanisms and the concept of learning to learn and to be able after the learning process to 
integrate into social life. 

Through the individual interviews with second chance teachers, as a target group, their needs 
vary. In particular: 

§ Their smooth integration into society 
§ To provide them with knowledge about the social events of the time (applying for jobs, 

completing a CV). 
§ The end of the stigma attached to their past mistakes 
§ Communication with the outside world 
§ Feeling active as citizens 
§ Satisfaction from completing their courses 
§ A way out of the difficulties of their everyday life. 
§ Manage their time productively 
§ Feeling good in a safe environment and creating social solidarity 

To be able to carry out their duties productively, with the best results for the learning process, 
teachers need to have skills beyond their professional certification, such as mentoring, 
counselling, basic psychology or sometimes acting as social workers. 

Correctional institution 

The role of the teacher in second-chance schools within correctional institutions is very 
different from that of the teacher in society. He tries first to bring balance to the target group 
and then to give them the mentality of thinking and self-improvement. I would say it takes 
years of experience to be able to manage such diverse and explosive characters. Of course, 
many times I don't follow the classic method of teaching but try to show through examples 
different perspectives on a topic to make it understandable and fight any stereotypes that 
exist. Also, the teacher plays the role of a mentor and the person who will help the social and 
cultural integration of these students in society. He/she should be the mediator and answer 
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the questions that the students have (often outside the classroom) and through examples, 
pass on the message of knowledge on topics they are familiar with through their experiences. 
He tries to convey the ethos and ideals for them to reflect on past mistakes and through this 
process engage them in the learning process. 

Youth workers 

In Greece more and more in recent years many young people are performing youth worker 
duties, but most of the time they are not aware of it. They trust their personal characteristics 
without following a formal process of knowledge transfer. This in many cases comes up 
against the learning outcomes they want for themselves. With this in mind and by talking to 
these young people in the field, we found that the practicality they use in their teaching needs 
to be styled around some key characteristics. These key features are mutual trust between 
the student and the young person, the young person's understanding of the problem in order 
to focus on the exact learning problem, the exploration of the student's strengths in order to 
make teaching easier. Given that not many people choose to enter formal education the role 
of the youth worker in many cases is crucial and has played an important role in teaching many 
citizens who want to move beyond formal education. 

Group discussions 

Regarding the group discussions, we focused on the profile of the needs and educational 
priorities of young people attending VET programmes in VET institutions and the differences 
in the educational process with those attending VET institutions. Following the research plan 
we had set out from the beginning , we tried to approach the discussion by examining those 
points that form the link between the two different educational institutions in terms of the 
needs of the trainees. We have identified many problems in terms of choosing the right 
teachers for the courses in question. Some of them are the zero rating in the advertisements 
to teachers interested in the second chance schools , the lack of training in the last year to the 
teachers and the constant changes by the Ministry of Education so that the students cannot 
get familiar with the teachers. I have also found that there is a lack of understanding in many 
areas by teachers themselves about the responsibilities of each educational institution that is 
transferred to students. 

We also discussed the various existing in the various EPALs and DIECs on the issue of training, 
where we found the confusion that exists in the various institutions, which have not clarified 
the clocks of each institution. In fact, extensive reference was made to the training that a 
student receives from EPAL and DIIEK, with many points being identified in both institutions 
that create problems in the later course of the trainee. This particular topic took a lot of time 
to understand the various things that exist in the different educational institutions. We also 
discussed the low participation of teachers in IEKs coming from the sector of the EPAL because 
they are not properly informed by the first institution, as the relationship between IEKs and 
SSEs is strained because the clocks of the institutions in the education system have not been 
clarified, resulting in an informal competition between teachers in these institutions. 

We concluded that each institution should have a different positioning, with one offering 
general knowledge and the other oriented towards more specific knowledge, but always in 
cooperation with the trainees, so that they accept both forms of education to complete their 
studies. This problem of the indistinguishable role of each institution also directly affects the 
students, as sometimes due to misinformation they are not qualified to take the 
specialisation, so that the study is not productive and in the end they get a certification that 
they cannot support in the labour market. 

A reference was then made, given the conditions experienced due to the pandemic, to a 
survey created by the IETs on tele-education, which shows that the majority of teachers and 
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students want in several areas the courses in the IETs to continue to be conducted online. This 
is changing the way education is delivered in all areas of the education system as we know it 
today, resulting in a rethinking of the ways of teaching and the skills that every teacher needs 
to have. 

Results 

After all the interviews and taking examples of successful ways of teaching, we came up with 
a series of ways that can bring the target group closer to the educational process. These ways 
are divided into two strands, firstly, features that must stimulate the trainer and secondly, 
methods that must be performed by the trainer in the training process. 

As for the methods: 

● Through teamwork 
● With video presentations and active work 
● With open discussion and question capture during teaching 
● letting students do a simulation lesson by switching roles  
● Student self-assessment and learning from mistakes 
● Simulation of examples 
● There is a three-hour weekly program for project implementation that is done in 

groups and we assign responsibilities depending on the level of students 

As far as personal characteristics are concerned: 

Hard skills 

● Theoretical frameworks 
● Organization 
● Lesson strategy 
● Discipline 
● Calmness 
● Diplomacy 
● Soft 
● Optimism 
● Communication skills 
● Perception 
● Patience 
● The discipline that must be observed 
● To inspire respect and ethics 

Soft Skills 

● Friendly communication 
● Adaptability and listening to classroom data 
● To inspire them 
● Be optimistic 
● Be calm 
● Situation management 
● Be willing to listen to students' problems 
● Advise and support them in the event of difficult psychological disorders 
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Annex V –Portugal: Research Validation Report 
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AE2O - Desk and Field Research 

 
Second Chance - Contextualization 
 
Early dropout from education and training (APEF) and the low qualifications of young people 
continue to be a serious social problem in Portugal. Despite significant advances in recent 
years, thousands of young people continue to drop out of school, without having completed 
their basic training and without the necessary qualifications for their social integration, which 
puts them at serious risk of social exclusion. 

Guarantee the right to education as required by the Constitution and the Basic Law of the 
System Educational, halting the massive and disqualified dropout process of thousands of 
young people, intervening in the various problematic areas of their lives, is undoubtedly an 
important indicator of the quality of our education system, our social systems and our 
democracy. 

Second chance schools are one of the answers being built in Europe. This European program 
created by the “White Paper on Education and Training – Teaching and Learning – Towards 
the Cognitive Society” (https://op.europa.eu/en/publication-detail/-/publication/d0a8aa7a-
5311-4eee -904c-98fa541108d8/language-pt), was born from the awareness that, since 1995, 
it has been consolidated in the European Union that it is necessary to offer young people, with 
a negative school experience, an alternative approach to the "regular" systems, building with 
each young person a training proposal adapted to their interests, abilities and experiences. 
The strength of the second chance proposal lies in its flexibility to address and adapt to the 
versatility of the needs and interests of the young people to whom it is addressed. 
 

Second chance professionals 

 
Fieldwork developed with education and training professionals, namely in the field of second 
chance education, reveals that this type of teaching requires specific professional 
characteristics that are not yet part of teacher training in Portugal. Working with vulnerable 
young people does not just require the transmission of theoretical knowledge about a 
particular area of knowledge. More than that, it seeks to create conditions for the 
development of processes of personal development and personal construction, of reversing 
the announced paths of social exclusion. In this sense, it intervenes in several relevant 
problem areas in the lives of these young people – family integration, health, economic 
support, housing, drug consumption, problems of justice, employment, training. 

Therefore, human competences are necessary for teaching to go hand in hand with the 
development of personal and social competences. In addition to this, it is also necessary to 
take into account that this type of public often needs time to familiarize themselves with the 
school again and, in a way, to make peace with the space where they suffered abuse or where 
their self-esteem was crushed. 

Learning on a second chance record is learning about life and letting it teach you; is to 
establish a horizontal relationship where one learns by teaching. 

 
Field Research 

 
Questionnaires were conducted to Second Chance professionals (teachers, trainers, 
vocational trainers, employees) to promote reflections on the practice of teaching, namely, 
what are the main difficulties that this model entails and what are the main skills that these 
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professionals need to have. In addition, it was intended that this questionnaire was a stimulus 
for reflection on the state of current education and the role of each professional within the 
school. 

 

As fundamental skills for second chance teaching, the following are denoted: 

- Decision making 

- Motivation 

- Teamwork 

- Reliability 

- Adaptability 

- Planning & Organization 

- Communication 

- Integrity 

- Tolerance 

- Creativity 

- Critical thinking 

- Self-management 

- Relationship building 

- Conflict solving 

- Innovation 

- Problem solving 

- Initiative 

- Resilience 

- Inclusivity 

- Leadership 
 
These skills reveal that working in a second chance context requires many skills that are not 
necessarily linked to the practice of knowledge transmission. On the contrary, there is a lot of 
talk about human competences that suggest a more humanitarian, personal, intimate 
teaching based on a horizontal relationship. However, not all professionals are prepared for 
this type of teaching. 

With the need to follow a pre-defined curriculum, we run the risk of practicing the same 
teaching with all students. However, we know that everyone is like everyone else and that the 
specificities of each young person should be respected and taken into account so that teaching 
is more meaningful. 

In the question regarding the space for the existence of multiple singularities within the 
school, 46.15% answered that it exists, 46.15% answered that it does not and 7.7% answered 
that it depends on the professional. As a justification, people who answered “no” say that the 
school is too focused on the curriculum and that there is no space for a relationship with young 
people. Basically, they portray the school as a space that is too “solid” without great flexibility. 
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Second chance teaching, because it is so connected with the lives of young people, becomes 
unpredictable and requires a great deal of adaptability on the part of professionals. Many of 
the questionnaires refer to “surprise” as a job description and also refer to this work as hard 
but rewarding. The word “support” is also frequent. 

This questionnaire also aims to reflect on the job market and whether the school is a place 
that prepares young people for it. 

 

As essential characteristics for a good preparation for the job market, respondents mention: 

- Creativity 

- Decision making 

- Resilience 

- Communication 

- Good technical and soft skills 

- Adaptability 

- Flexibility 

- Dedication 

- Commitment 

- Availability 

- Tolerance 

- Team building 

- Innovation  

- Multitasking 

- Leadership  

- Self-management 

- Willingness 

- Academic qualifications 

- Knowledge 

- Focus 

- Organization 

With regard to schools as preparing young people for the job market, 38.46% answered yes, 
they can prepare, 38.46% answered no, 15.38% did not answer and 7.69% answered that it 
depends on the professional. 

In fact, there are quite a few skills needed for the job market and it is hard work for schools 
to be able to handle them all. Interestingly, these characteristics are not necessarily related 
to curricular content, but rather to a set of skills related to the student's profile. Having said 
that, what is the freedom of schools and professionals to work in a holistic way? 

The last question of the questionnaire gives voice to second chance professionals and asks 

what could be different. Some answers are: 

“Changes in the training context, bet more and more on socio-emotional competences.” 
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“Curriculum adapted to the youngsters, to their needs and interests. More professional 
experiences in the work field.” 

“The teachers should be more attentive to the students and to understand students as a second 
family. Teachers spend more time with students than with their own sounds.” 

“There is also, in the so-called normal curriculum, an absence in the development of personal 
and social skills that facilitated these processes of integration in the labor market.” 

“People make it different. Teachers and other professionals should have more freedom to work 
in a better way, without so many bureaucracy, rules and platforms.” 

 

Final thoughts  

Teachers work daily under enormous pressure caused by extensive curricula and working with 
large groups of children and young people. 

The youth worker's role in schools can help teachers relieve the tension and pressure caused 
by the numerous demands placed on them. Through intimate and privileged contact with 
young people, this professional can help not only to create more solid foundations with the 
school through good experiences that generate good memories, reconfiguring the old 
memory of previous schools, but also to dynamize the classroom environment itself. of class. 
The mixture of teachers and areas of knowledge, aided by the contribution of the youth 
worker within the classroom, can open space for a different dynamism of the school 
curriculum and for a new educational experience where students are reflected in what they 
learn. The youth worker would have the ability, through their skills, to transform everyone 
into active and participatory agents, breaking with the more traditional model, which proved 
not to be able to reach everyone, where young people are passive agents dependent on a 
single active agent, the teacher. 

 

 
 


