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and refine meaning, while avoiding prescriptive behaviour in their practice, the devel-
opment of which should be their responsibility. In the eyes of their writers, the booklets
are not a guide for writing the educational project of the centre, nor a design to copy, nor
a recipe to implement in the field. Rather they provide a framework for reflection, pro-
posing important issues for discussion between professionals, between professionals
and families, between professionals and trainees, with some orientations on directions
to take, since all practices are not of equal value.

The dissemination of the brochures to all children’s services of the French Commu-
nity (centre-based and family services for children 0—3 years) required the organisation
in 2005 and 2006 of numerous meetings in the five Provinces and Brussels. 10-day
cycles of reflection were prepared in a manner adjusted to local contexts and aimed,
within a comprehensive approach, to generate debate on aspects considered essential
to quality care. In all cases, these meetings were: to involve all stakeholders, without
exclusion; to promote consistent practice (but not a simple application), to raise ques-
tions about the meaning of each practice, and consider possible improvements.

Accompaniment procedures

From 2004 to the present, various procedures for working together were organised to
encourage pedagogical advisors, coordinators and field professionals to work together
on more targeted issues that were especially important for the development of a high
quality service as promoted by the 0—3 Framework. We outline below some cases of
procedures, implemented in the province of Luxembourg (south of Belgium) that
were closely linked to the issues addressed and the partnership dynamics generated.
Each example shows, in a different but complementary way, features of the accompa-
nying reference guides and the issues raised by the accompaniment process. The
examples also show that it is more effective not to separate reforms and innovations
but to treat them together so as to promote the development of professionalism and
avoid the constant risk of standardisation.

Case 1 — Freedom of movement for young children

From 2004, with the assistance of an ONE coordinator, we established an approach
centred on freedom of movement, an approach to young children little practised by
families and professionals in the province of Luxembourg, although it is identified as
an essential condition of childcare quality in the 0—3 Framework and brochures of
the French Community (Pirard 2010a). Based on Pikler’s research (Pikler 2006), the
Framework recalls that the ‘stages of psychomotor development are achieved by the
initiative of children, without a “teaching” intervention by the adult.... Freedom of
movement consists in leaving children free in all their spontaneous movement, unhin-
dered and without teaching of any movement whatsoever. ... Control of their own
motor development influences the development of the whole personality of these chil-
dren and affects their mental development...” (Framework, 104).

During the training period spread over eight months, monthly meetings were organ-
ised in each service and between services in the sector coordinated by the ONE super-
visor. The aim was to develop, implement and adjust action projects that would
improve the movement and experimentation of children under 18 months. All meetings
between the services were conducted by the pedagogical advisor and the ONE coordi-
nator, with the participation of a contact person known for her work on the subject.
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The five day-care centres in the sector of the ONE coordinator participated in the
training. In a first phase, they developed as a team action projects to promote the pos-
sibilities of movement and experimentation by the children (the layout of spaces, the
choice of games and objects to manipulate, etc.). In a second phase, they filmed and
analysed the use of space and materials by the children; then assessed their own
actions, both in teams and between teams. This self-regulating participatory assess-
ment, inspired by the work of CRESAS (1988, 2000), (Ballion et al. 1989), allowed
them to adjust their action and to better understand its effects. In a later phase, they
shared — through these video and photos — the results of their research with the
other professionals and families of services in the province of Luxembourg.

From 2004, a discussion of other theoretical and practical approaches had begun,
approaches that were not mentioned in the documents of the ONE (Coeman, Raulier,
and de Frahan 2004; Aucouturier 2005). These approaches were extended to other
care services and other actors, including family day-care, training professionals and
training institutes, and to physicians concerned by the effects of a prolonged supine
position on the development of young children (Cavalier and Picaud 2008).

This approach has helped raise a series of questions: How to accompany pro-
fessionals to regulate their educational practices based on shared criteria, and not just
to regulate their practices based on external standards imposed by the funding
agency (Vial 2001)? How to avoid reducing ‘freedom of movement’ to an educational
standard that professionals have to apply or comply with in all places and all circum-
stances, which could incite conflict with some families who prefer other values? How to
involve families in the analysis of educational practices and their adjustment? How to
build together action projects that not only improve the educational conditions of chil-

dren daily, but also transform social relationships (adults, children, professionals,
families, etc)?

Case 2 — Student education on the theme: activities proposed by the adult and
child activity

On the basis of the freedom of movement approach, coordination among all institutes of
initial training, childcare services and ONE was established in the Province. Twice a
year, hundreds of professionals and trainers meet with ONE officers to agree together
on the formation of students (future professionals) consistent with the educational goals
of the childcare services and orientations given by the Framework and the Landmarks
brochures. Based on field experiences, shared through photo and video materials pro-
duced by the childcare professionals, key issues are discussed: How to link student for-
mation with the activities of young children; How to support the activity of the child
and his freedom of movement?; What accompaniment is needed for all the children?
For the individual child? For the students? The discussion allowed the participants to
identify the related difficulties that confront both services and the training institutes:
How to reconcile the requirements of an activity planned as part of initial training
with respect for ‘the free activity of the child, supported by a professional attitude
ready to listen to children’s expression and based on observation, availability, interest
and responsibility on the part of adults’ (Framework, 123)?

The approach leads necessarily to clashes of view between trainers and pro-
fessionals, what is beneficial provided that opposing viewpoints are welcomed and
are used as the basis of a dynamic co-construction — ‘let us disagree” (Vandenbroeck
2009). The confrontation often allows the participants to pose the problem differently
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and to find together avenues of action that can take into account the contradictions
identified. It may result, for example, in questioning each other about the meanings
accorded to freedom of movement or to other daily activities, rather than seeing
these matters as absolute standards. It is on this basis that shared criteria can be devel-
oped while leaving behind a normative vision of education.

Case 3 — Mixed- or same-age groups

An accompanied training of professionals on focused issues can also have a wider
scope and lead to the transformation of the overall operation of services. The impor-
tance, noted in the Framework, of providing continuity of relationship between
adults and children, of employing practices that differentiate in function of the children
and their interactions; and of strengthening the involvement of families, has led to a
rethinking of how to manage groups of children, whether in mixed-age groups or
group of the same age. ‘It is not enough to prepare and manage the first separation
from parents (as well as the daily separations and reunions); it is also necessary to estab-
lish the conditions that ensure educational continuity in childcare services (...) To
achieve this requires that ruptures are not imposed on the staff, especially by giving
insufficient attention to institutional practices, such as, staff turnover, change of sec-
tions’ (Framework, 62).

It is not a question of favouring one particular kind of service organisation, but
rather of accompanying professionals in their thinking, allowing them to become
aware of the effects of organisation on the quality of the childcare provided, on families,
and on their own professional activity. Once this is achieved, they can then decide the
necessary adjustments. For example, in the largely rural province of Luxembourg,
childcare services are often organised into mixed age groups, not by reason of an edu-
cational or social choice but because of certain constraints, such as the limited number
of services, their limited capacity or the small number of professionals (Pirard, 2010b).

This situation, which raises numerous issues for professionals who lack clear cri-
teria how to manage groups of young children, led to the idea of bringing together,
from 2007 to 2010, 30 or so childcare services organised in mixed-age groups to
analyse, from the triple perspective of children, families and professionals, the situation
of the childcare services in place. The analysis sought to identify the essential con-
ditions that make possible attention to each and every child, that allow constructive
interactions between children of different ages and develop their desire to explore
their environment, without being interrupted in their projects. Among these conditions,
we note the importance of thinking carefully about group management (in same or
mixed-age group, depending on the situation); about indoors and outdoors (flexible
and rearranged according to the interests of the children present); about toys and equip-
ment (play objects allowing multiple and diverse uses by children of different ages), etc.

Other larger childcare services also exist, organised into groups of similar ages,
usually according to ‘the logic of sections.” In this logic, areas are specialised to accom-
modate children of a defined age group. The higher the capacity of the centre, the
greater is the number of sections. A number of adults who have specialised over the
years in supporting children of particular age groups are attached to each section. As
the child grows, she is obliged to change section, including adults and even playmates
and, at the same time, parents change their interlocutors. Since 2007, some 20 such
centres, which we accompanied with ONE coordinators, have chosen to examine this
mode of operation from the perspective of children, professionals and families. They
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have put into question their habitual ways of doing things and have considered other
organisational procedures, such as, the organisation of several mixed-age units in
different forms or the reorganisation of the same age groups, in order to ensure
greater group stability for children and avoid increasing the number of accompanying
adults, etc. In all cases, the professionals undertook to work long-term with the children
and families on this issue.

In all working groups, the analysis of practices by professionals from different ser-
vices is supported by resource persons and enriched by visits to childcare services in the
French Community, Flanders (Ghent) and France (Paris). This helps to conceptualise
differently not only the activities of children but also the involvement of families. Infor-
mal — often individual — exchanges are structured to include both individual and group
meetings, designed and organised to enable exchanges between parents and pro-
fessionals but also between parents themselves.

Discussion

Our experience in the French Community of Belgium, particularly in the province of
Luxembourg, shows that it is not enough to ‘dare’ quality or to decree it. Frameworks
alone are not sufficient to improve educational practice; what is needed rather is a con-
tinual reframing, a constant process of redefining and evaluating interactive quality,
implying that standards should be continually reformulated and educational projects
continually redefined (Pirard 2007). Experience shows the importance of supporting
educational practice in order to co-construct quality in a contextualised manner, in
line with general guidelines. Accompaniment should focus on transforming conjointly:
activities (the educational practices that are implemented daily), actors (professionals in
their relationships with children and families), and even the service environment (the
dynamic interaction of all the local services), as shown by Barbier (2005) in a study
of the culture of professional education as a process of simultaneously transforming
both competences and the activity. These considerations allow us to identify some prin-
ciples of transversal action on which to base the concept of local accompaniment, its
initiation and processes.

Ensure that accompaniment is a long-term process

Support must be long-term if it is to ensure improved reception conditions and the pro-
fessionalisation of the stakeholders. The procedures outlined above, which are spread
over several months or even years, require continuing follow-up. There is need not
only to consolidate the gains (knowledge, skills, practices, education improvements),
but also to enrich them with new contributions both from research (knowledge pro-
gress) and the evolving contexts themselves. Eventually, the procedure itself can
evolve into a system organised in a sustainable way, as is the case for coordination
between the childcare services, the training institutions and ONE in Case 2 above.

Establish dynamic inter-professional partnerships

Accompaniment procedures and approaches require the mobilisation of all actors con-
cerned by issues of quality care. These issues are usually separated because of: the
existence of different types of childcare; or of management by different politico-
administrative bodies (e.g. childcare professionals or staff from training institutes:
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see Case 2); or of differences in conceptualisation by staff from different disciplinary
backgrounds (e.g. the medical world and the world of childcare: see Case 1). An
accompaniment that connects the common framework with field practices encourages
stakeholders to cross boundaries and engage in the adventure of inter-professional,
inter-institutional and interdisciplinary work, which alone can lead to other ways of
thinking and acting.

Facilitate the involvement of families in the process

Such procedures and approaches mobilise not only professionals but also families
around the child in a ‘triangular’ relationship (Kammenou and Agnostopoulos forth-
coming). They encourage professionals to develop ways that allow families to
express their views on daily educational practices, to be heard and taken into
account in the creation and adjustment of educational projects. In this matter, we under-
line the importance of documentation produced by staff (Rinaldi 2006) that enables
everyone, especially families, to discover the practices that are regularly employed in
the childcare services, to exchange with staff about them, to better understand their
meaning and contribute by expressing their views on improvements.

Develop reflective skills and the conditions that make reflection possible

The accompaniment activities outlined above are a long-term investment in reflective
professionals (Dalli and Urban 2010). They support staff to acquire the skills essential
to a reflective professional attitude (Oberhuemer 2005; Cameron and Moss 2007;
Peeters 2008; Urban 2008) and to establish the conditions that ensure professionalism
in childcare networks. They help to create a local dynamic of early childhood stake-
holders learning from each other, which allows each team to find the best solutions
to fit their own particular context — solutions based on knowledge, the regulatory edu-
cational goals and the analysis of situations encountered locally. They place the partici-
pants in a dynamic of ‘unstable standards’ (Vial 2001), a situation that emphasises the
importance of being able to invent beyond benchmarks another order, to move toward
other possibilities. Professional accompaniment can prevent a framework or curriculum
from being reduced to a fixed paradigm and, in light of everyday situations, privileges
the notion of the co-construction of knowledge that is contestable and open to question.

Notes

1. Governmental agency responsible for funding and quality supervision in the French com-
munity of Belgium.

2. Literally: Welcoming early years: taking up the challenge of quality.

. Literally: Welcoming children 3—12 years: aiming for quality.

4. Landmarks for quality practice in childcare (0—3 years), 2004. Brussels: ONE.
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ABSTRACT: This article addresses the accompaniment of early childhood
professionals in the French Community of Belgium, during the implementation
of new curricular frameworks for children under three years of age. It provides a
critical analysis of the risks of standardisation arising from the development of
quality tools, when such tools are not accompanied by long-term, professional
coaching participatory processes and democratic debates between all
stakeholders. It shows the importance, especially in countries where the system
of care and education is divided, of designing procedures and approaches that
strengthen inclusive professionalism.

RESUME: Cet article propose, a partir du cas de la Communauté francaise de
Belgique, une analyse de I’accompagnement des professionnels de la petite
enfance qui s’inscrit dans la mise en place de nouveaux cadres curriculaires pour
les enfants de moins de trois ans. Il développe une analyse critique des risques
de standardisation, liés au développement d’outils visant la qualité, quand ils ne
font pas conjointement I’objet de mesures d’accompagnement professionnel,
inscrites dans la durée et fondées sur des démarches participatives et des débats
démocratiques entre I’ensemble des parties prenantes. Il montre I’importance,
surtout dans les pays ou le systeme d’accueil et d’éducation est divisé, de
concevoir des dispositifs et des démarches qui renforcent une
professionnalisation inclusive.

ZUSAMMENFASSUNG: Dieser Artikel befasst sich mit der Begleitung von
Fachkriften der frithen Kindheit in der Franzdsischsprachigen Gemeinschaft
Belgiens, wiihrend der Umsetzung der neuen curricularen Rahmenbedingungen
fiir Kinder unter drei Jahren. Er bietet eine kritische Analyse der Risiken der
Standardisierung, die sich aus der Entwicklung von Qualitits-Instrumente
ergeben, wenn diese nicht durch langfristiges, professionelles Coaching,
partizipative Prozesse und demokratische Debatten zwischen allen Beteiligten
begleitet wird. Er zeigt die Bedeutung, vor allem in Lindern, in denen das
System der Pflege und Erziehung geteilt ist, der Entwicklung von Verfahren und
Konzepten zur Stirkung, inklusiver Professionalitit.

RESUMEN: Este articulo trata sobre el acompafiamiento de los profesionales de la
primera infancia en la Comunidad Francesa de Bélgica, durante la ejecucion de
nuevos marcos curriculares para nifios menores de tres afios. Proporciona un
andlisis critico de los riesgos de la estandarizaciéon que produce el desarrollo de
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instrumentos de calidad, cuando estas herramientas no van acompafiadas de largo
plazo, de los procesos de asesoramiento profesional de participacion y debate
democratico entre todos los interesados. Se muestra la importancia, sobre todo
en los paises donde se divide el sistema de atencion y la educacion, de disefiar
procedimientos y enfoques que inclusive fortalecen el profesionalismo.

Keywords: Accompaniment; curriculum framework (framework); quality
professionalism

Introduction

[mproving the quality of childcare services for children under three years of age
remains a challenge, especially in many European countries where the structure of
service supply is divided (EACEA 2009). The issue is to strengthen the educational
orientation of daycare services within a comprehensive and more coordinated approach
while improving qualifications, working conditions, and the competences of staff in
service. The educational function of care services remains to be developed in
Europe. According to Crahay ‘provision for under-3s still varies a good deal from
one country to the next and has still not been recognised by society as a fully-
fledged level of education’ (2009, 132).

Among the factors contributing to an improvement in quality, the OECD reports
(2001, 2006) showed the importance of pedagogical or curriculum frameworks often
developed for children three to six years, but much less frequently for children under
three years. These reports also highlight differences in approaches to curriculum:
‘Differences emerge, however, in the practice of curriculum, especially with respect
to the emphasis placed on broad developmental goals or on focused cognitive skills’
(Bennett 2004). A review of the literature by Leseman links the type of approach
favoured in a curriculum to the age of the children addressed: ‘education programs
for very young children (under-5) should work in a predominantly child-centred, devel-
opmental way, whereas programs for older children between 5 and 6 years may intro-
duce academic subjects in a more planned, teacher-directed curriculum without having
negative socio-emotional consequences’ (2009, 31-2).

Early curricula provide a coherent framework for the multiplicity and diversity of
care services, including in countries where the supply system is divided and where
thinking about the education of young children has begun to develop (Rayna 2009).
Based on explicit values and oriented toward general socio-educational goals, curricula
provide a basis from which various stakeholders (professionals, families, politicians,
etc.) can develop specific educational projects. However, they may also encounter
obstacles in their implementation: structural failings (lack of financing, unfavourable
child/staff ratios, poorly qualified and remunerated staff. ..) and inadequate pedagogi-
cal theory and practice (Bennett 2004). These findings show the importance of not sep-
arating curriculum design from the actual conditions and situation in which curricula
are implemented.

Among the factors conducive to the development of curricula and the educational
component in care services, we note the importance of the professionalisation of the
early childhood workforce (Children in Europe 2008; Leseman 2009; Penn 2009). Pro-
fessionalisation is reflected particularly in the development of reflexive practice
(Peeters 2008), a democratic professionalism ‘based on participatory relationships
and alliances that (.. .) foreground collaborative, cooperative action with stakeholders,
(...) engaging and networking with the local community’ (Oberhuemer 2005, 13). It
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passes notably through a thorough review of initial training and professional develop-
ment systems, and through work organisation which makes possible a daily reflection
on educational practice. It leads to a rethinking of training facilities and professional
accompaniment (mentoring, pedagogical support) based not on setting targets for the
appropriation of ore-defined knowledge (which are characteristic of a ‘culture of teach-
ing’) or for the transfer of new skills (characteristic of a ‘culture of training’), but on
attempting to transform together the professional skills of practitioners and the edu-
cational practices and conditions of care services (characteristics of a ‘culture of profes-
sionalisation’) (Barbier 2005). Let us note also the analyses issuing from action
research, which is conceived as a learning system that contributes to the goals of pro-
fessionalisation (Peeters and Vandenbroeck 2011). Far from the usual formal
approaches that separate the worlds of research and of action, these approaches,
anchored in a culture of professionalization, have the common aim of promoting the
active participation of professionals in the analysis and transformation of their learning
practices. They lead to the formation of communities of practice (Lave and Wenger
1991) where each person can learn from the situation of others, expand their repertoire
of practices (Rogoff et al. 2006) and participate in the co-construction of meaning
(Billet 20006).

We may hypothesise that the co-construction and implementation of a curriculum
are not only dependent on the degree of professionalisation seen in a country, but
can themselves contribute to curriculum development in so far as they lead stakeholders
(practitioners, families, politicians, etc.) and researchers to define together contextua-
lised educational goals, using participatory and democratic approaches. By contrast,
we may note also the real risk that curriculum development and implementation may
become a means of standardisation, and are often associated with the issue of
‘quality’ that has become increasingly explicit in the policies of many countries
(Moss, Dahlberg, and Pence 2002; Dahlberg and Moss 2005).

There is a need therefore to question the aims of the pedagogical process being
launched: is it a shared process to strengthen professionalisation or a collective
process aiming at standardisation? We have shown in our research (Pirard 2007)
that, regardless of the curriculum, accompaniment by pedagogical advisors on the
ground can orient practitioners to an ideal of quality set by the practitioners themselves,
and support a unique co-construction that transforms existing educational practices and
develops professional skills. The issue is: in the context of a new curriculum frame-
work, how will professional guidance be understood: as a support to the application
of new requirements or as a support to the co-construction of a new project within
the proposed new framework?

In light of what has happened in the French Community of Belgium since the late
1990s, this article will examine the process of developing and disseminating a curricu-
lum for children under three years and will emphasise the importance of ongoing
support (accompaniment) that contributes to the professionalisation of stakeholders
and improves daily educational practice in childcare services, without normalising
them.

The case of the French Community of Belgium

Belgium consists of three linguistic communities (German, Flemish and French Com-
munities), each with autonomous responsibility for policy on children. The three lin-
guistic communities retain, however, certain common characteristics. These include:
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(a) the non-integration of childcare and early education services (Peeters 2008; EACEA
2009; Bennett 2010); (b) very different training regimes for professionals who take care
of children under three years and for the professionals in charge of children three to six
years (Oberhuemer, Schreyer, and Neuman 2010); and (c) the recent development in all
three regions of an educational orientation in services for children under three years
(Vandenbroeck, Pirard, and Peeters 2009). In Flanders, for example, one may note
the influence of Laevers (2005; ECEGO 2007) relating to children’s well-being and
involvement, and to educational orientations in childcare services.

In the French Community, research in the field of early childhood education has led
to the production of two pedagogical frameworks for the younger children, which have
been widely disseminated in the field. These frameworks were produced with the aim of
ensuring educational continuity in children s services from 0 to 12 years: "Accueillir les
tout-petits, oser la qualité” (2002),% focused on childcare and family services for chil-
dren 03 years, and Accueillir les enfants de 3—12 ans, viser la qualité’ focused on out-
of-school activities for children 3—12 years (Camus and Marchal 2007). They were
developed with the participation of professionals from various organisations (ONE,
universities, institutes of initial and ongoing training, professional associations, child-
care services), but neither families nor children were directly consulted, their voices
being heard only through the testimony and comments reported by professionals.

The frameworks provide professionals with educational guidance based both on
social and psycho-pedagogical knowledge and on field observations, which pro-
fessionals can use to build their educational project. They illustrate, moreover, the
emphasis laid on education today in a sector where personnel are weakly qualified com-
pared to current recommendations (OECD 2006; UNICEF 2008; EACEA 2009; Penn
2009) and where initial training is still too focused on the health and sanitary aspects of
care. Curriculum frameworks provide benchmarks to management personnel who cur-
rently still lack specific training, adjusted to the new requirements of their function.

The psycho-pedagogical framework for the care and education of children 0-3
years

In 1997 and 1998, the framework " Accueillir les tout-petits, oser la qualité” for chil-
dren 0—3 years was produced as part of a university research project which aimed to
develop clear educational goals with a dual purpose firstly, to help practitioners
develop educational projects in centre-based and family services; and secondly, to
facilitate professional support and the subsequent construction of assessment tools
and services on the basis of explicit criteria (Manni and Sommer 2000).

The research was characterised by a participatory process combining research and
practice. It brought together regularly, over two years, the researcher and a variety of
key stakeholders (researchers, childcare professionals, representatives of ONE, initial
and further training institutions — some twenty people in total) to define together,
based on different experiences and knowledge, educational options deemed essential
for the reception of young children and families in the French Community of
Belgium. The research considered ‘educational practices as reflective options that
feed on knowledge developed in different disciplines and are part of both individual
and social purposes’ (Manni 1999, 12). The result was a joint production: a pedagogical
framework disseminated from 2002 and later used by ONE for the development of
professional papers.
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From the creation of the Framework to its distribution

The passage from creation to dissemination raised a series of questions: How can a
piece of work created by a minority of players engage others who had not been involved
in the whole process? How can rejection or the risks of simply assimilating and apply-
ing the Framework as a formula be avoided? How should the risks associated with the
standardisation of quality issues, inherent in any framework, be lessened? Could a fra-
mework of this kind bring local stakeholders together to build educational projects,
both specific and transversal, taking into account the complexity of local realities
and yet remain based on educational goals for the entire territory (European Network
of Child Care Arrangements 1991, 1996)?

To answer these questions required a means of disseminating the Framework that
would preserve or, even better, strengthen the dynamic that was developed during
the creation phase. To achieve this, it became necessary to put into place long-term
accompaniment processes as well as partnerships that would lead professionals to ques-
tion their daily practices. It was also indispensable for the professionals to engage in
self-reflexion and research and to envisage — with the children and their families —
other means of practising and conceptualising children’s services. In addition, it was
critical to define courses of action that would improve the conditions of care and edu-
cation. Finally, it was urgent to develop educational projects, to implement, assess and
regulate them with all stakeholders, making sure to involve children and families. In
other words, the dissemination of a curriculum raises the question of its transfer
from a small group of experts who ‘dare’ to require quality for young children
toward a logic of framing (référentialisation — Figari, 1994), that is, ‘a continual
search for relevant markers (. . .) to explain and justify the design and evaluation of edu-
cational provision’ (48), which, without being content with results, continually raises
new questions. This logic is founded on the local consultation of all stakeholders to
jointly define and co-construct a quality service based on their own values, the analysis
of their own experience and the knowledge they have acquired (Pirard 2009).

The dissemination of a framework and professional accompaniment are essential
parts of the entire process. They are designed to meet several objectives: firstly, to
involve the various stakeholders (professionals from different types of care facilities,
initial and continuing training colleges, etc.) and then to link closely the objectives
and educational practices chosen by the local community with the general orientations
fixed by the French Community, without falling into an excess of standardisation or a
practice of application. Finally, there is the aim of developing integrated activities for
children where professionals from different types of care services (family and centre-
based, regular and casual, etc.) reach beyond their specific borders and to come together
around common issues. In this way, they can think and act together in order to make
available a coherent childcare system on a given territory, to a level of quality that
can support economic, social and educational objectives (Vandenbroeck et al. 2009).

Dissemination and professional accompaniment can transform and generate new
advisory profiles and jobs. In the French Community, for example, ONE inspectors
have become coordinators, responsible for evaluating and mentoring childcare services.
Pedagogical advisors who specialise in guiding the educational practice of these ser-
vices have been appointed to ensure an adequate interface between reforms and inno-
vations. Effective communication and professional support require long-term work,
where strategies are linked together in a coherent manner, despite the many sources
of possible interference. The effectiveness of communication depends most importantly
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on the shared meaning (Barbier and Galatanu 2000) that such strategies may or may
not provide.

An analysis of the strategies of professional support that followed the publication of
the 0—3 years Framework: Accueillir les tout-petits, oser la qualité illustrates these
elements. The strategies were planned at two levels: first, through raising awareness
of high quality service by means of more accessible, intermediate texts, and secondly,
through actions of ‘coaching’, focused on more targeted projects in one of the five
provinces of the French Community.

The creation and dissemination of intermediate texts

To instruct a wide public in the ideas developed in the 0—3 Framework required the
creation and dissemination of intermediate texts throughout the French Community.
These texts, inspired directly by the Framework, were designed to be more accessible
and in line with new legislation, particularly the Code of Quality (Code de qualité et de
’accueil arrété du gouvernment de la Communauté frangaise de Belglque M.B., 2003).
Three brochures (repéres par des pratiques de quatlié (2004)),* published in 2004,
provide 15 orientations for reflection on psycho-pedagogical practice in the reception
of 0—3 year olds. They were produced by education consultants, in close collaboration
with future users (coordinators, professionals in the field) and disseminated to all day-
care services of the French Community. They still form the basis of training activities
(Pirard 2009).

The first brochure addresses working with families (4 la rencontre des familles), an
issue still underdeveloped in our Community compared to other regions, such as those
of central and northern Italy (Mantovani 2007; Musatti 2006, Picchio and Musatti
2010). It proposes five benchmarks: the care and education of children and families
during the first days; establishing and consolidating a relationship of trust with
parents; managing daily transitions; accompanying experiences of separation; and,
managing the departure of children. We may note here that the fact of prioritising
work with the families is the result of a conscious choice and understanding that a
child cannot be adequately taken in charge without regard to their family.

The second brochure (4 la rencontre des enfants) addresses working with children
and deals with the primary mission of all institutions involved in the care of children. It
proposes a conceptual framework for a range of actions spelled out in six benchmarks:
adjusting the physical environment, both indoors and outdoors; ensuring continuity;
giving the child an active role; supporting the child’s emotions and consciousness of
herself; developing differentiated practices for each child in both activities and relation-
ships; supporting the interactions between children in an adequate way.

The third brochure (Soutien a I'activité professionnelle) is based on the assumption
that a quality service for children and families requires good working conditions for
professionals. It proposes four benchmarks that call for the following actions: providing
the conditions that ensure a quality professional life; developing a dynamic process of
professional reflection in order to implement the educational project effectively; sup-
porting a process of continuing education; fostering relations with associations and
local authorities, especially through networking.

The three booklets — called collectively, Landmarks for Quality Practices in Child-
care — offer a total of 15 subjects for reflection (diversity in education being treated
transversally) and are accompanied by a non-exhaustive list of ideas and observations
from professionals in the field. They are designed to allow the professionals to make




