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Introducation: In European countries, the emphasis placed on Extended

Education (EE) differs not only in practice but also in policies and literature.

In fact, there are still no standardized concepts or definitions of this specific

educational area.

Methods: The aim of this study is to contribute to a transnational understanding

of EE by inductive content analysis of essential documents from five different

countries. The results of this study will facilitate a better understanding of shared

factors which can be used to improve student access, success and retention in

education, generate valuable guidelines for effective leadership and highlight the

potentials of public governance for social innovation. As part of the Erasmus+

project “EKCO” (Extended Education Facilitating Key Competences through

Cooperative Learning), a research team consisting of local experts in the field

of EE from Norway, Sweden, Denmark, Switzerland and Austria was asked to

provide a selection of local literature on EE that they considered particularly

relevant. A total of 19 documents were submitted from the five countries. In

the present study, the expert sampling was subjected to an inductive content

analysis using MAXQDA software to identify the salient points that emerged from

the sampling.

Results: The results indicate that five main categories can be identified in the

EE literature offered, namely: (1). Factors influencing EE, (2). Institutions and

structure, (3). Pedagogical requirements, (4). Content of EE and (5). Factors

influenced by EE.

Discussion: The analysis of the data shows that, despite national differences,

there are common intentions, processes and structures that are productive

for the development of key competences and future skills. Moreover, the

interplay of these factors should be considered when discussing EE. The article

discusses how national EE policies can learn from the diversity of their structures,

processes and intentions.
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1 Introduction

“Extended education flourishes all over the world” (Bae,
2019, p. 153). In most countries around the world, schools - in
various forms - are given the task of supporting pupils beyond
the traditional lessons - be it in terms of professionalization
(see Holmberg, 2021), health and resilience (Murray et al.,
2024), learning (Entrich, 2020; Noam and Triggs, 2018),
inequality (Bae et al., 2019) or their leisure behavior, to
name just a few examples. Internationally, such offers
are often discussed under the heading of EE (Schüpbach,
2019).

In this context, very different expectations, structures and
processes emerge. These are subsumed under EE, which can be
understood to mean the following, for example:

“[.] we can tentatively define programs and activities in the field
of extended education as activities and programs that are based
on a pedagogical intention and organized to facilitate learning and
educational processes for children and adolescents that are not
(completely) covered by school-curriculum-based learning and that
aim at fostering academic achievement or success in school, or in
general at accumulating cultural capital in a broader sense” (Stecher
et al., 2018, p. 77).

While in economics it is almost an existential threat
not to learn from and analyze the national experiences and
circumstances of other countries in the world (Steffen and Oliveira,
2018), countries remain rather isolated in their educational
systems or focused on their national circumstances (see Ecarius
et al., 2013). The EU is taking first steps to make national
education systems more transparent and accessible. For example,
comparative reports and overviews of national education systems
are published on the Eurydice information network (European
Commission, n.d.). It can be seen that many areas of education
are approached and structured in different ways and many
aspects still seem to be specific to individual countries. For
innovation in the education sector, we consider it fruitful to
compare different systems in terms of their intentions, structures
and processes. In section 2, a transdisciplinary analysis will
draw on insights from sociological, socioeconomic, organizational
and educational disciplines to better understand the role of
governance in EE. Section 3 presents a two-step analysis of
EE in five different countries (Denmark, Switzerland, Austria,
Norway, Sweden). The selection of the countries was based
on their participation in the EKCO (Extended Education
Facilitating Key Competences through Cooperative Learning)
project. Firstly, the participating experts in EE were asked
about key documents (from science, policy and practice) in
order to obtain country-specific information on intentions,
structures and processes. Subsequently, central foci of these
documents were condensed using a qualitative content analysis
in order to obtain inputs for the further development of EE
in a contrastive comparison. Finally, section 4 will discuss the
results of the study and highlight the potentials of governance
in EE.

2 Conceptional framework

2.1 Extended education

Extended education is a broad term that encompasses
organized leisure time, recreational time, learning support and
tutoring (Bae, 2019) as well as health, nature and creative learning
settings that are typically not embedded in regular school curricula
and thus not graded (Stecher, 2018). In contrast to formal
education or schooling, EE can be seen as institutionalized informal
education. While still following curricula and concepts, it can focus
on social and emotional skills, play and student well-being that
complement other school related skills and knowledge (Holmberg,
2021). Schüpbach defines EE as follows:

“Extended education represents a multitude of
programs/activities/offerings, among other things, that provide
children and adolescents with a range of supervised activities
designed to encourage learning and development, for children to
be supervised and safe, and extending the regular school day. Some
of them pursue general goals, such as psychological well-being and
social competence, others focus on specific educational outcomes
and goals. They are extracurricular, meaning that they are non-
credential and voluntary. They can be offered in school-, faith-,
and community-based settings, for any age range, and can be held
before school (in the morning), between school hours (lunchtime),
after school (afternoon), on weekends, or during school vacation”
(Schüpbach, 2019, p. 135).

Extended education teachers1 engage with students during and
outside of class hours, however, in contrast to regular teachers they
are not in charge of teaching school curricula, student achievement
and grading. Instead, they focus on aspects such as planning and
facilitating meaningful leisure time and recreation, and thereby
the development of personal and social skills, offering supervised
free play situations and providing learning opportunities outside of
graded school subjects (Ecarius et al., 2013; Holmberg, 2021, Noam
and Triggs, 2018). In some countries EE teachers have completed a
different type of pedagogical training than schoolteachers, with an
emphasis on pedagogy, communication, social skills and recreation
amongst others rather than subject matter and methodology (see
Fischer and Loparics, 2020).

Depending on the respective country policy and institutional
setting, EE teachers can work with public or private schools, either
as part of the school staff or in separate institutions that often
collaborate with schools. Figure 1 presents an overview of the
various professional settings EE teachers work in.

Extended education moves on a spectrum of no relation
to school’s regular curricula activities and leisure programs that
take place outside of school hours and a strong relation, when
EE supports innovations in education, such as student-centered

1 In this paper, we use the terms “classroom teacher” to refer to
traditional teachers who deliver ordinary lessons, and “EE teacher” to refer
to people who focus on providing activities other than teaching in schools -
knowing full well that in some linguistic contexts the term “teacher” would
be inappropriate here and terms such as “leisure time educator,” social
pedagogue or “educator” would be used instead. These terms often reflect
a national tradition or educational policy. This is intended to improve the
readability of the article, but not to express a preferred focus.
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FIGURE 1

Scope and field of extended education (EE) [replicated from Bae (2019), p. 161].

teaching or all-day schooling (Bae, 2019). Educational policy
provides the conditions for EE collaboration with other educational
institutions, making it a stakeholder of varying importance.
Depending on the organization of formal and informal learning in
education systems additional terms are used to describe extended
education, such as all-day schools in German speaking countries,
afterschool or out-of-school in the United States, leisure-time-
oriented programs in Scandinavian countries or cram schools
in Japan, Taiwan and Korea (Noam and Triggs, 2018, p. 171).
Particularly in school models that include EE in school hours, as
is the case in all-day schools, EE teachers collaborate closely with
school leaders and thereby become facilitators of the all-day school
design. The term shadow education is used in extended education
that primarily encompasses academic training that is aimed at
increasing student achievement and children’s opportunities in
education (Cipollone and Stich, 2017).

2.2 Leadership: the potentials of
governance in extended education

The rapidly growing field of EE is mirrored by growing
attention in an emerging field of research on the processes,
outcomes and specific issues of EE. The role of learning that takes
place outside of formal education in school has been analyzed
through a pedagogical and organizational lens on education (Bae,
2019; Stecher, 2018), a sociological perspective on inequality in
education (Bourdieu and Passeron, 1990; Ecarius et al., 2013;
Holmberg, 2021, Noam and Triggs, 2018), anthropologically
(Campbell, 2009) as well as economically, focusing on the role
of private stakeholders and market dynamics in education (Bray,
2007; Cipollone and Stich, 2017; Wilkins and Olmedo, 2019).
The role of leadership, particularly governance, can support the
understanding of the interplay of institutions and stakeholders in
education and shed light on how EE is embedded in the education
system.

Governance is defined as the cooperation between different
public, private and non-governmental stakeholders (Wilkins and
Olmedo, 2019, p. 5) that, in contrast to more hierarchical leadership
styles of educational institutions and education policy, include
stakeholders of varying power and leverage (e.g., Tikly, 2017).
Governance allows collaboration between involved actors that play
different roles in educational processes, that can present a more
diverse and specialized understanding than hierarchical leadership
processes in education. From a global perspective, governance has
the potential of fostering participation and partnerships across
public and private sectors for the greater good (Unterhalter, 2024).
Governance can be seen as a collaborative response to state led
or market-based failures, such as ineffective top-down steering, or
the protection of self-interest in competitive markets (Wilkins and
Olmedo, 2019, p. 5).

Schools work collaboratively with various stakeholders within
the education policy frameworks to provide quality education,
leisure time and care. Stakeholders can entail EE, social work,
psychologists and medical staff, learning aid, legal and political
representatives, sport, music, nature, art, parent clubs, cultural
clubs, as well as teacher training and professionalization, amongst
others. They characterize the institutional structure in which
education takes place and can vary both nationally and regionally,
depending on the legal frameworks of the education system and
regional interactions between stakeholders.

Hierarchical leadership structures in educational institutions
run the risk of overlooking possible avenues for developments
of collaborations with involved actors and stakeholders, due to
insufficient insight and information in centralized leadership
models. Educational governance includes economic, institutional,
governmental, legal, regional and international actors, amongst
which EE represents one, that collaborate in a variety of
constellations of educational networks on (inter-)national
and regional scales (Maag Merki and Altrichter, 2015). Governance
perspectives emphasize that a variety of social processes,
stakeholders and actors are involved in education, honoring (1)
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their respective resources and expertise as well as (2) the complexity
of the education system, while acknowledging the challenge of
coordinating involved parties effectively (Ittner et al., 2021, p. 7;
Wilkins and Olmedo, 2019, p. 6). Other drawbacks of governance
processes are the difficulty to ensure participation and distribution
of power between stakeholders and that “participatory policy
processes are not captured by local power elites” (Torfing and
Triantafillou, 2013, p. 17). Rather than a normative proposal for
governance practices in EE, an analysis EE through a governance
lens can help identify the circumstances, actors involved, existing
resources, and needs in education to promote knowledge transfer
between education systems and institutions and thereby maximize
the potential of current EE models.

Maag Merki and Altrichter (2015) identify the following criteria
as central in the analysis of educational governance:

• Theoretical pluralism
• Pluralism of data on education systems, educational practices

social norms, values and beliefs
• Pluralism of research methods
• An analysis of interdependencies between actors and the

education system, e.g., through the study of curricula and legal
frameworks

• A broad scope that includes historical, political and social
dimensions in their specific socio-cultural context

• An analysis of the education system

Studying educational governance requires theoretic pluralism,
such as systems theory, policy-network theory, institutional
theories, rational choice theory, or organizational theories (Ittner
et al., 2021, p. 7).

This includes the emergence of new public governance, which
is characterized by the gradual incorporation of market-based
management techniques into the education sector (Mezza, 2021,
p. 30). New public governance holds potential for social innovation
(Sørensen and Torfing, 2015) When leadership in new public
governance follows principles of collaboration and networking,
knowledge can be transferred between involved stakeholders and
regional and school specific needs can be met more precisely.
Another emerging discourse that employs a similar lens is
called democratic professionalism (Noordegraaf, 2020; Sachs,
2016). It stresses the importance of an ecosystem approach in
education that understands the interdependency of collaborations
between educational institutions, teachers and school-stakeholders
(Mezza, 2021, p. 31). Both perspectives highlight the potentials of
governance in education.

From a sociological perspective, the role of EE as a provider
of childcare and informal education plays an important role for
parents’, specifically mothers’, opportunities in social and economic
contexts. “[E]xtended education, as a social institution, is part of the
ecology of the entire society” (Bae, 2019, p. 158). As EE stretches
between offering supervised leisure time including cultural and
health related activities, to learning support, such as tutoring or
assistance with homework, language, reading tasks, etc., it can be
seen as a commodification of household resources. The provision
of informal education and childcare is unevenly distributed across
genders, socio-economic and socio-cultural backgrounds. The
access to informal education contributes positively to students’

educational attainment and consequently their educational and
professional (Cipollone and Stich, 2017; Entrich, 2020). Access
to EE for all students, not only widens the scope of children’s
educational, social and cultural experiences but it may raise the
equality of opportunity in education for children of disadvantaged
family backgrounds.

2.3 Aim

The aim of this study is to identify differences, similarities
and challenges in EE across countries. The insights can be used
to improve student access, success, and retention in education,
generate valuable guidelines for effective leadership, and highlight
potentials for social innovation in the public sector.

3 Materials and methods

The data collection was carried out as follows: experts from
the countries participating in EKCO (see section “1 Introduction”)
were asked to submit documents from the fields of policy, practice
and research that were as meaningful as possible and that illustrate
what extended education is in their countries and which challenges
exist. These documents were translated using DeepL. After the
analysis, the results were presented to the experts to rule out any
linguistic misunderstandings.

This was followed by using the qualitative data analysis
method called “inductive qualitative content analysis” (Mayring,
2022) to find out which factors emerged as central in relation
to EE in the sample obtained. Since inductive content analysis
allows a systematic investigation that reduces complexity but
generates a broad understanding of the phenomena referred to
Mayring (2010), p. 65 it was the appropriate methodological
approach for this research. For the content analysis, the MAXQDA
24 software was used, which allows thematic data analysis
(Kuckartz and Rädiker, 2023).

For the inductive content analysis, the approach of expert
sampling (purposive sampling) was used. Expert sampling is
applied when people with specific expertise in a particular area are
required in the sample (Teddlie and Yu, 2007). Therefore, expert
sampling relies on the expertise of the people chosen. Teddlie and
Yu (2007) describe the scope as follows: “For example, a purposive
sample is typically designed to pick a small number of cases that
will yield the most information about a particular phenomenon
[.]” (p. 83). However, the selection of experts is often a challenge
(Marquardt et al., 2019). In this research project, the participating
expert teams were asked to provide a selection of local literature
on EE that they considered relevant (see Table 1). The experts
were asked to provide documents from practice, research and
policy documents (see Table 2). They were also asked to submit
as comprehensive a view as possible of the strengths and areas of
development of extended education. It can be argued that they
are suitable because they have already had ample evidence of
their suitability for participation in the ERASMUS+ project. An
advantage of expert sampling is that these individuals typically
possess a more profound comprehension of the subject matter
(Marquardt et al., 2019), coupled with an expansive view of their
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TABLE 1 National documents.

Country Original
language

Author Year Translated title

Norway Norwegian National department of education 2021 National framework for extended
education

Norway English Knut Løndal1 and Anne Greve 2015 Didactic approaches to
child-managed play: analyses of
teacher’s interaction styles in
kindergartens and after-school
programs in Norway

Denmark Danish Kirsten Elisa Petersen et al. 2023 Educators’ work with children and
young people in leisure
education – The importance of
leisure pedagogy for children and
young people well-being,
development and life
opportunities

Denmark English All SIPP researchers (David Thore Gravesen, Lea
Ringskou, Anja Aagaard Christensen, Caroline Bach,
Helene Elvstrand, Lina Söderman Lago, Patricia
Schuler, christa kappler, Paolo Nardi, Mari-Liss Lind,
Egle Hollman)

2023 HANDBOOK: social inclusion
through pupil’s participation

Denmark Danish Børne- og Undervisningsministeriet (National
department of children and education)

2020 Executive order on requirements
for the content of goal and
content descriptions for public
school after-school programs

Denmark English Lea Ringskou and David Thore Gravesen 2022 Keen on qualification? A
comparative review of Danish and
Swedish research literature on
leisure-time pedagogy

Switzerland German Department for Education (VSA), Canton Zurich 2021 Day structures. General
information and specific
requirements

Switzerland German SCHOOL 2024 Day school operating concept

Switzerland German SCHOOL 2024 Childcare concept at SCHOOL

Switzerland English Emanuela Chiapparini, Andrea Scholian, Patricia
Schuler, Christa Kappler (International Journal for
Research on Extended Education, Volume 7, 1/2019,
pp 60)

2018 All-day schools and social work: a
swiss case study

Sweden English National board of education 2022 Curriculum for compulsory
school, preschool class and
school-age educare

Sweden Swedish National board of education 2022 Leisure center a commentary on
the fourth part of the curriculum

Sweden English National booard of education 2022 The Swedish eduaction system

Sweden English Lago and Elvstrad 2023 This is a Swedish school-age
educare center: care, education,
and leisure

Sweden English Jonsson 2021 Principals’ vision of social
learning in school-age educare

Austria German Austrian Federal Ministry of Education, Science and
Research

2018 Care plans for all-day school
types. Guide

Austria German Josef Scheipl, Johannes Leeb, Konstanze Wetzel,
Wolfram Rollett and Stephan Kielblock

2018 Pedagogical design and favorable
conditions for successful all-day
school forms

Austria German SCHOOL n.d. ABC of our SCHOOL

Austria German SCHOOL n.d. Your tasks in SCHOOL
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TABLE 2 Categorization of the submitted documents.

Country of the participating
research team

Research
work

Pedagogical
framework

Policy document Submitted
documents in total

Norway 1 1 – 2

Sweden 2 – 3 5

Denmark 2 1 1 4

Switzerland 1 2 1 4

Austria 1 2 1 4

Sum 7 6 6 19

respective national research domain, due to their expertise and
involvement in the field. Moreover, this expert sampling provides
valuable insights into the diverse national education systems across
countries, highlighting their unique characteristics. Nevertheless, it
is important to be aware that expert sampling may be susceptible
to research bias, which could affect the reliability of the results
(Berndt, 2020).

A total of 19 documents were submitted by the experts. Seven
of these documents were research work (e.g., literature review,
reports, qualitative analysis). Six of the documents submitted could
be identified as pedagogical-didactic frameworks of individual
schools or projects for school practice and a further six were
policy documents, including legal texts, curricula or commentary
on national curricula (Table 2).

The research is based on the core criteria for qualitative research
proposed by Steinke (2012): Intersubjective traceability is ensured
by disclosing all decisions in all phases of the research process.
The presentation of the indication of the research process has
already been described in the key points here. The findings were
linked to the empirical material and any limitations were disclosed.
Coherence and relevance are always discussed. The researcher from
Austria who selected the data was not involved in the categorization
of the data in order not to violate objectivity.

In qualitative research, “validity” and “reliability” are defined
and evaluated differently than in quantitative research. In this
context, “validity” refers to whether a research finding actually
captures the phenomenon it purports to measure. It ensures
that the chosen methods, such as interviews or observations,
provide the relevant data needed to answer the research question.
In the case of the present research, which is internationally
comparative, documents selected by local experts on policy and
practice appear to be an ideal approach to identifying and defining
similarities and differences in policies across countries. Reflection
on the researcher’s point of view was achieved through member
checking, in which the results were presented to and discussed by
the international experts in order to minimize bias and achieve
as accurate a representation of social reality as possible. No
misunderstandings were found. “Reliability” in qualitative research
is not understood as the reproducibility of results as in quantitative
research, but rather as the consistency and transparency of research
methods and decisions. This means that the research process is
documented in such a way that it can be understood by others
and, if necessary, replicated. This includes a detailed description
of data collection and analysis, as well as a clear reflection on
one’s own position and possible factors influencing the research.

In the present research, this was achieved by having the study
design and contact with the international experts carried out by
a different person than the one who carried out the evaluation.
The evaluator was not involved in the selection of experts and
documents and is new to the field. The presentation of the results
described above ensured that there were no misunderstandings
during the evaluation.

Regarding ethical considerations, all persons involved were
informed about the purpose of the research and the documents
were provided voluntarily, unless they are publicly accessible.
Internal school documents are not cited to ensure anonymity.

3.1 Data analysis

First, the documents which were predominantly written in
the local language were translated into English using the “DeepL”
translation software and an overview of the translated documents
was created. After the organization and the translation of the
documents, the analysis process started with the examination of
the content. Categories were formed inductively in a close reading
of the documents’ content (Mayring, 2021). Recurring terms, main
topics, paragraphs, or headings were recorded as categories. For
example, if a paper dealt with the topics of well-being and life
opportunities in connection with EE, the two categories of well-
being and life opportunities were formed. The documents were
read individually, and more codes developed gradually. Categories
were added and adapted over the course of the reading process
and after several readings relations and contradictions between
categories were identified. When content saturation was reached,
the categories were divided into logical main and sub-categories.
In the end, five main categories emerged from the 19 documents
(Figure 2).

4 Results

The content analysis resulted in five main categories with a total
of 1,632 allocations of all categories:

As illustrated in Figures 1, 3 categories were identified by paying
attention to their respective levels and the interplay between the
categories. The following sections provide a detailed examination
of the five primary categories: (1) Factors influencing EE, (2)
Institutions and structure, (3) Pedagogical requirements, (4) Content
of EE and (5) Factors influenced by EE. In general, the focus in
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Codesystem 

1. Factors influencing EE 

Age 

Organisation and politician framework 

Principal, EE teachers and school conditions 

Parents, socio-economic background and stereotypes 

2. Institutions and structure 

Guidelines, organisation and systems 

Leadership, management and teams 

Infrastructure and rooms 

Financing and costs 

Time and time structure 

Communication and exchange 

Values, rights and mission 

Design of the offer 

Learning time 

Leisure time and extracurricular activities 

Supervision 

3. Pedagogical requirements 
Cooperation (internal and external) 

Teacher's qualification 

Professional development and support 

Flexibility 

Didactic methods, tasks and tools 

Diversity and inclusion 

Pedagogical concept and planning 

Ensuring a good environment 

Balance between activity, recreation and rest 

Introduction to local communities, environments and values 

Knowledge transfer and learning support 

Value transfer 

Child-centered education 

Different learning environments and offers 

Promotion of independent learning 

Group-oriented teaching 

Individualization and situational teaching 

Experiential learning 

Care and supervision 

Teacher-student relationship 

Teacher's involvement 

4. Content of EE 

Space and care 

Activities and playing 

Time outdoors 

Active participation, responsibility and independence 

Community and socializing

Talking, listening and understanding

Development and learning

Meaningful leisure time

Creativity and curiosity

Food, health and lifestyle

Awareness of values, norms and rules

Facing challenges and new skills

Personal development

Projects

Digitization and technology

Ecology and environment

Mathematics and construction

Reading and relaxing

Communication and language

5. Factors influenced by EE
School climate, attitude and behavior

Well-being

Development

Academic performance

Belonging, social learning and inclusion

Life opportunities

FIGURE 2

Representation of the relationship of the factors found.

the submitted documents was on organizational topics, different
requirements as well as on content and design concepts. Table 3
summarizes the categories and their corresponding subcategories.
This section presents each category individually, and discusses its
respective subcategories and examples from the analyzed literature.

4.1 Factors influencing EE

Factors influencing EE includes factors that have an influence
on the organizational, didactic or content design of EE. The
following subcategories were identified:

a) Political framework and legal organization
b) Principal, schoolteachers and school conditions
c) Parents and socio-economic status
d) Age

The factor “Age,” for instance, will affect not only the
duration of time children spend in the institution, but also
the specific content designed to meet their expectations and
needs. Furthermore, it can also determine the degree of teacher
involvement and the role that educators are expected to assume in
the early education of these children.

The national conditions in the countries seem to have a
particularly strong influence on the design of EE, as they specify EE
conditions at the state level. Document 1, for instance, addresses
the issue of insufficient resources for EE: “One particular factor is
based on the fact that for several years, leisure education has been
severely under-prioritized on both the social and educational policy
agenda. Major cutbacks in the leisure education area, as well as
an increased focus on longer school days and school performance,
have dominated and had an impact on the everyday life of the
leisure education institutions, the time spent with the children and
young people as well as a lack of financial and staff resources.”

It is also important to consider the impact of the parents
and their socio-economic status, as outlined in Document 8: “As
women to a greater extent are employed and work outside the
home, there is a need for expanded childcare in many countries. To
meet modern families’ way of life requires good quality childcare –
an important part of this is various forms of EE.”

The socio-economic status is often mentioned in the
documents in connection with financial issues of EE. While
in some countries, there are basic fees or supplementary services,
which results in some families being unable to afford these
options due to their socio-economic status, in other countries,
initiatives are being implemented with the objective of reducing
these inequalities through the allocation of state funding to EE.
Furthermore, the inequalities that have been caused can be found in
the documents: “Children’s right to a placement in [EE-Institution]
is legally governed by the parents’ need for care, which means that
children who have parents who are unemployed or on parental
leave do not have a legal right to a place in [EE-Institution]”
(Document 8). Document 8 additionally emphasizes in this
respect: “The national report highlights that the inequality of to
what extent children attend [EE] is related to family’s different
socioeconomic background. Children who live in vulnerable areas
more often do not have access to [EE].”

These explanations show that EE is often used by national
education systems to respond to educational policy needs. The
focus on improving performance or addressing social inequalities
point to the compensatory role EE could assume. The following
explanations show in which ways internal school factors could
partially thwart this mission.
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FIGURE 3

Representation of the derived code system.

TABLE 3 Mapping of the categories and the numbers of allocations.

Derived main categories and
subcategories

Number of total
allocations

1. Factors influencing EE 108

a) Political framework and legal
organization
b) Principal, schoolteachers and school
conditions
c) Parents and socio-economic status
d) Age

–

2. Institutions and structure 289

a) Guidelines, organization and systems
b) Values, rights and mission
c) Design of the offer

–

3. Pedagogical requirements 506

a) Cooperation (internal and external)
b) Teacher’s qualification
c) Didactic methods, tasks and tools
d) Teacher-student relationship
e) Techer’s involvement

–

4. Content of EE 555

a) Space and care
b) Activities and playing
c) Active participation, responsibility and
independence
d) Community and socializing
e) Development and learning

–

5. Factors influenced by EE 174

School climate, attitude and behavior
Well-being
Development
Academic performance
Belonging, social learning and inclusion
Life opportunities

–

Sum 1.632

Finally, the school leaders, schoolteachers and school
conditions were identified as influencing factors. At the EE

teacher level, for example, the different qualifications of EE
teachers are mentioned as having an impact on EE. Document 15
reports on the effects of the use of social workers on EE: “They
found that while most social workers offered free-play programs
and ensured that homework was completed without well-targeted
assistance, they seldom offered extracurricular programs.”

At the school management level, it is the respective visions
and leadership. Document 9 describes the influential role of
school leadership in establishing shared goals and conditions for
collaborations: “leaders influence pupils’ learning for example, by
promoting a vision and goals and by enabling teachers to have
the resources to teach well. Further, shared goals and effort are
emphasized concerning professional learning communities, and a
supportive leadership is highlighted as being especially important
for this.”

Furthermore, it is stated that: “professional development as
a long-term process, emphasizing the need to provide [EE] staff
with ongoing support in the professional development process for
instance, by the principal.” With regard to school conditions, it is
mentioned that organizational problems in particular, such as a lack
of time resources or coordination difficulties of EE teachers with
schoolteachers, have an impact on EE: “A lack of time resources
is apparently quite often a limiting factor for cooperation at all-
day schools” (Document 17), highlighting communication issues in
hierarchical structures within educational institutions.

The findings clearly show that the goals and policies of EE are
quite similar between the different countries, but the structures are
significantly different, which leads to different challenges. In this
sense, transnational learning could have a supportive effect.

4.2 Institutions and structure

“It would be short-sighted to conclude that all-day schools
cannot be effective. Rather, it is highly likely that such results can be
linked to the currently inadequate forms of their design (personnel,
organizational, pedagogical, financial)” (Document 17).
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Due to the document types, it is not particularly surprising
that a lot could be found on organizational framework conditions.
Descriptions of various types of offerings were found not only in
the general curricula, but also in the individual school descriptions.
Therefore, the three subcategories “Guidelines, organization and
systems,” “Values, rights and mission,” and “Design of the offer”
were derived. The Curricula or framework concepts of all-day
schools often started with the description of the values, rights
and tasks associated with school and specifically with EE. A more
detailed description of the subcategories “Guidelines, organization
and systems” and “Design of the offer” can be found below.

4.2.1 Guidelines, organization and systems
The documents showed that “scaffolding” of EE was an

important issue, which includes historical forms of EE as well
as reports on different forms of EE in different countries. The
current national structures were recorded in particular. Some of
the uploaded documents report on the system, the organizations or
the structure of the national responsible institutions in great detail.
The national structures for EE differ in many respects within the
five countries, with different terms being used for EE itself. A clear
distinction from the school system can be found in the literature,
for example in Document 8: [EE] should be “something other
than the school” or “It is often stressed that education in [EE] is
something else than education in, for example, school.” This shows
that the learning opportunities provided within EE are regarded to
be different from formal education fostered in school.

It was not uncommon for documents to deal with issues such
as funding, infrastructure design, responsibilities or timing, leading
to the following subcategories being identified:

a) Infrastructure and rooms
b) Financing and costs
c) Time and time structure
d) Leadership, management and teams
e) Communication and exchange

Particularly often, predefined timetables or explanations of
the tasks within the individual time blocks could be found. The
design of individual EE organizations depend largely on political
regulations, school conditions (see section “4.5 Factors influenced
by EE”) and funding. In terms of funding, considerable differences
were found between countries. While in some countries, childcare
is fully financed by the state, some regulations entail various
surcharges for specific services or for the entire EE program.

The organization’s staff on both, the school staff and leadership
level, appears to be particularly relevant here. The documents
frequently report on the tasks and responsibilities of the principal
or various teams (e.g., pedagogical teams, support teams, steering
groups, working groups). Internal school communication and
exchange is also frequently addressed at an organizational level,
with regular meetings, team meetings, WhatsApp groups or
feedback loops, for example, being an integral part of the
organization of EE in the system descriptions for exchange. The
exchange with all parties involved is considered a key factor in
many documents, whereby the task of fruitful cooperation is also
mentioned at the pedagogical level (see section “4.3 Pedagogical
requirements”).

“To ensure good interaction between the numerous actors of
all-day school forms, meaningful and appropriate communication
(regarding learning progress and tasks to be completed) between
the teachers of the teaching part and the care part and the
parents/guardians is necessary” (Document 16). Here too, it can
be seen that different systems produce different communication
structures which can lead to coordination issues between and
within organizations.

4.2.2 Design of the offer
In the documents, a distinction was often made within the

(curricular) design of EE between learning time and leisure time
or supervision. This included, for example, the descriptions
of “afternoon or morning care,” and their corresponding
responsibilities and conditions. Document 12 offers an example:
“Morning supervision is generally limited to supervising children
who come to school before the start of block times. As morning
supervision is not subject to any specific requirements, a specially
qualified supervisor does not necessarily have to be employed.”

The divergent understandings of EE are reflected in the
different structures offered. While some documents focus on
learning and school support, others also talk about pure supervision
tasks or child-managed play. As explained in Document 11: “The
term “child-managed play” refers to play that is organized by
children themselves. EE teachers might initiate play by making
time, locations, and equipment available, but the choice and
management of activities are entrusted to the children.”

However, in some documents a mixture of both areas, in which
different content blocks of learning time and free time alternate
was also mentioned. An illustrative example can be found in
Documents 8: “In the [EE] care and education should be combined”
and Document 6: “The supervision part is divided into two parts,
learning time and free time. These two parts can be organized
separately from lessons or combined with them.”

4.3 Pedagogical requirements

In general, this main category includes issues that relate
specifically to EE teachers’ requirements, such as qualification
processes in EE, organizing and planning their EE lessons, or
interacting with different parties. In general, the documents focus
on didactic approaches to EE, the qualification of EE teachers,
different forms of cooperation (both, on an intra-institutional
level and with external parties, parents or institutions) and the
extent of involvement in EE teaching. In the documents attention
was paid to the pedagogical and didactic arrangements and their
circumstances. In this context, the following subcategories were
derived:

a) Didactic methods, tasks and tools
b) Teacher’s qualification
c) Cooperation (internal and external)
d) Teacher-student relationship
e) Teacher’s involvement

The subcategories are explained in more detail in the
following sections.
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4.3.1 Didactic methods, tasks and tools
Commonly addressed topics could be found in connection

with the “didactic methods, tasks and tools.” This subcategory
has a pretty high number of second-order subcategories which
reflects the different didactic approaches and claims in the
countries. Thirteen different second-order subcategories were
identified, which in addition to different teaching approaches
also include, for example, the teacher-student relationship.
The second-order subcategories are presented in the following
list:

a) Ensuring a good environment
b) Pedagogical concept and planning
c) Different learning environments and activities
d) Knowledge transfer and learning support
e) Care and supervision
f) Diversity and inclusion
g) Child-centered education
h) Promotion of independent learning
i) Balance between activity, recreation and rest
j) Introduction to local communities, environments and values

k) Value transfer
l) Group-oriented teaching

m) Experiential learning

In some documents, particular emphasis is placed on the fact
that the pedagogical requirements within EE should arise from
children’s needs. These text passages were collected as “Child-
centered education.” Document 5 shows: “Teaching in school-age
educare shall stimulate pupils’ development and learning and offer
pupils a meaningful way to spend their free time. This shall be done
through teaching based on pupils’ needs, interests and experiences,
as well as by continuously challenging pupils by inspiring them
to make new discoveries, or “Teaching shall be adapted to the
circumstances and needs of each pupil.” In other documents, the
importance of group-oriented teaching is highlighted, as evidenced
in Document 8: “Group-oriented teaching refers to joint learning
and learning by and together with others is emphasized rather than
individual learning. Teachers are involved in learning activities
together with children they investigate, explain, and develop
knowledge.”

These are not the only demands placed on EE teachers. The
texts further mention that EE teachers are also expected to find a
balance between activity, recreation and rest and to introduce the
children to the local community, culture and values. In addition,
a task of EE teachers seems to be to ensure a good environment
for children, as described in Document 1: “The pedagogical
professionalism seems to fundamentally rest on a pedagogy that
creates good communities where all children and young people can
participate and get involved.”

Furthermore, the promotion of independent learning, which
means that the teacher does not explicitly explain the content to
the children, is also mentioned in several documents: “Teachers in
the supervision part should support pupils to such an extent that
the children’s independent performance is guaranteed” (Document
16). The role of the teacher extends beyond mere knowledge or
value transfer, as evidenced by the fact that “care and supervision”
appear to be an additional responsibility in EE. This task is defined

in Document 8 as follows: “an important aspect of [EE] teachers’
work is relationships. In the [EE] care and education should be
combined.” Document 10 for instance describes that: “[EE] shall
maintain and meet children’s needs for care, safety, well-being,
sense of belonging and validation.”

4.3.2 Teacher’s qualification
“This concept refers, among other things, to the fact that it

is important that the staff is trained and committed to leisure
education” (Document 1).

In addition to the existence of a range of didactic approaches,
the literature also reveals significant discrepancies in the
expectations placed on the training and qualification of EE
teachers. While documents 1 and 11, for example, attach great
importance to teacher competences and qualifications, document
15 also mentions forms of EE that include social workers without
specific pedagogical training. Document 15 describes this as
follows: “Social workers working at all-day schools in [country]
are mostly involved in the care setting before and after lessons and
at lunchtime. They have different educational backgrounds, e.g.,
a bachelor’s degree, a completed childcare apprenticeship, or no
specialized education.”

Due to the consistent mention, two separate subcategories
were created for the topics of “Professional development and
support” and “Flexibility.” The former is often recorded in the
literature within concept descriptions of EE institutions or statutory
curricula. In particular, internal exchange and ongoing training
are mentioned as a way of organizing ongoing development and
internal support. Document 18 states this as follows: “Teachers:
15 h of further training must be completed.”

The necessity for EE teachers to demonstrate considerable
flexibility in EE is emphasized by the requirement for a broad and
readily accessible repertoire within their EE teaching. Changes can
occur spontaneously, particularly when working with children and
young people and EE teachers should be able to respond flexibly to
them. The following three passages in the documents could provide
evidence for the subcategory “flexibility”:

• “The educator should be able to adapt the teaching in that way
and let the pupils decide” (Document 2).

“Pedagogical tact implies awareness of the child’s experiences
and involvement in the subjectivity of the other: To exercise tact
means to see a situation calling for sensitivity, to understand the
meaning of what is seen, to sense the significance of this situation,
to know how and what to do, and to actually do something
right” (Document 11).

• “Since pedagogical tact and understanding are connected to a
particular practical situation, it is impossible to establish an
exact set of rules or skills for the teacher. To act tactfully,
the teacher must have integrated a form of practical and
professional pedagogical wisdom” (Document 11).

In terms of guaranteeing the quality of teaching staff,
leadership responsibility is frequently highlighted (see section
“4.1 Factors influencing EE”), whereby the principal is held
responsible for initiating and ensuring quality assurance measures,
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discussions with colleagues or support measures, for example.
Moreover, the competences and skills of EE teachers should
also be made possible through internal support from colleagues
and the school management. The following can be found in
Document 9: “. . . professional development as a long-term process,
emphasizing the need to provide [EE] staff with ongoing support
in the professional development process for instance, by the
principal.”

Despite the diversity of documents and national differences, it
is clear that a great deal of responsibility is delegated to EE teachers
and which points to the role of their training, skills and actions for
EE quality. This is in line with the frequently cited work on the
role of teachers by Hattie (2023). While there are different attitudes
toward existing institutional structures and the problems associated
with them, the different education systems seem to describe this in
a standardized way.

4.3.3 Cooperation (internal and external)
Cooperation is closely related to the previous topic of internal

support and emphasized in the literature as a crucial factor in
early education. The documents highlight not only the importance
of teamwork within EE institutions but also the collaboration
with parents and external organizations. The literature recognizes
both internal cooperation within the school and partnerships with
external entities, including communication with parents.

The notion of collaboration between EE teachers and
schoolteachers from the school system appears to be a recurrent
theme throughout the documents:

• “Collaboration between staff members is a key factor in
attaining professionalism in [EE]” (Document 9).

• “Teachers in schools and [EE], though must cooperate to
create the best possible conditions for pupils’ development
and learning” (Document 8).

• “(. . .) Ensuring that pedagogues and teachers collaborate in
the most fruitful and effective way during students’ hours in
school” (Document 4).

• “It is important that the tasks are carried out in regular
consultation between the teachers of the teaching part and the
supervision part (learning time)” (Document 16).

4.3.4 Teacher’s involvement and teacher-student
relationship

The relationship between EE teachers and the children is
frequently mentioned in the documents. The extent to which
EE teachers are involved in EE is referred to particularly in
the context of the children’s freedom to make decisions and
organize their own time. The teacher generally plays an important
role in the documents and is ascribed various functions in EE.
From a non-involved supervisor, who should only intervene in
individual situations to a confidant and playmate, or an authority
figure that transfers knowledge to learners, various forms of
teacher involvement can be found. The teacher should adjust the
degree of leeway granted depending on the needs and age of the
children. The ability to find the appropriate level of involvement
or degree of freedom is often mentioned in connection to teacher’s

qualifications and their flexibility (see section “4.3.2 Teacher’s
qualification”).

4.4 Content of EE

The documents provided extensive information on EE content.
For instance, within the curricula received, the content was clearly
defined at the state level, outlining the requirements that should
be included in EE in the participating countries. “Content of EE”
exhibited the greatest variety in descriptions, and it seems there
is still no consensus on the core content of EE. Consequently,
five subcategories were created to represent the variety of thematic
focuses:

a) Activities and playing
b) Community and socializing
c) Active participation, responsibility and independence
d) Space and care
e) Development and learning

The following sections provide a detailed description of
these subcategories.

4.4.1 Activities and playing and community and
socializing

The two subcategories, “Activities and playing” and
“Community and socializing,” are presented together in this
analysis due to considerable overlap in the documents. Both appear
to play an important role in which EE content was mentioned in the
documents. What they have in common is that both sub-categories
include all content that is not aimed at learning at school, and
although learning is not the main focus here, it does not mean that
nothing is learnt.

The documents indicate that the activities conducted in
EE provide an opportunity for learning, the development of
social skills and the testing of one’s own identity: “In all-
day schools, collaboration, tolerance and socially appropriate
forms of interaction are developed, and communication skills are
promoted” (Document 16).

This category emphasizes the promotion of community
and social learning. Consequently, helping each other, listening
to each other, making friends and overcoming conflicts are
often cited as EE content in documents that emphasize social
learning. “Opportunities to develop new friendships seem crucial
across the board. For both children and young people, leisure
education seems to provide access to and opportunities to be with
friends” (Document 1).

Within “Activities and playing,” a separate (second order)
subcategory called “Time outdoors” was created to highlight the
significant role time spent outdoors plays in the documents.
Scientific studies pointed out: “Play and activities seem to be of
great importance regardless of age, partly as something you do
together and partly as something that creates experiences of joy and
satisfaction for yourself ” (Document 1).

A total of 14 out of 19 documents dealt with each of these two
content categories (“Activities and playing” and “Time outdoors”)
and they appear in all countries participating in this study.
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4.4.2 Active participation, responsibility and
independence

The content of “Active participation, responsibility and
independence” is also featured in almost all documents. Document
2, for example, provides the following information: “Participation
is part of democracy, and it incorporates concepts such as inclusion
and influence. It is related to pupils’ possibility to have a say,
make themselves be heard and to influence activities, actions and
decisions in the school.” (Document 2).

Involving children in decision-making processes is focused on
as follows: “When involving children more in making different
decisions and carrying out various activities, children take more
initiative. Educators say they have a greater focus on children’s
resources, as the didactic approach is oriented toward enlarging
what actually was a success for the children. So, with the
children’s participation we also see a renewal of educational
practice” (Document 2).

This passage illustrates the relationship between participation,
responsibility and independence. In addition to the content, the
impact of participation on children (see section “4.5 Influenced
factors by EE”) is also outlined, as are the didactic requirements
to facilitate active participation (see section “4.3 Pedagogical
requirements”). Hence, if the objective is to guarantee child-
centered education that is responsive to children’s needs, it seems
imperative for the children to be actively engaged in decision-
making processes.

The assumption of responsibility is an inherent aspect of self-
determination and freedom. Documents 13 and 18, for instance,
indicate that a distinct children’s parliament is established for
this objective, with the intention of simultaneously imparting
democratic values. “The children’s parliament meets once a month
and discusses topics relevant to the children. They can express their
needs/wishes/complaints here” (Document 13).

This shows that democracy and the active participation of
children are seen as important contents in EE.

4.4.3 Space and care
The subcategory “Space and care” consists of EE content that

focuses on the provision of space. EE should create spaces in which
children can experience safety and care, and where they can be
themselves. In Document 1, for example, EE is described as a place
“[. . .] where there is space and time.” “Having a good time is placed
in the context of leisure education as the physical place where
there is space and experiences of freedom and leisure, as well as
experiences of co-determination and influence” (Document 1).

4.4.4 Development and learning
In contrast to the aforementioned subcategories, “development

and learning” focuses on teacher’s professional development and
learning. Again, there is considerable variation in the focus of the
content included in the documents. Some national curricula, for
instance, designated content and competences for EE are listed
that are similar to those typically encountered in school settings,
such as “Mathematics and Construction,” or “Digitization and
Technology.” Other documents include a diverse range of learning
content, that includes personal development, values, social norms
and a healthy lifestyle. The topics collected in this sub-category are
as follows:

a) Creativity and curiosity
b) Food, health and lifestyle
c) Awareness of values, norms and rules
d) Facing challenges and new skills
e) Personal development
f) Projects
g) Digitization and Technology
h) Ecology and environment
i) Mathematics and Construction
j) Reading and relaxing

k) Communication and language

As previously noted in “section 4.2 Institutions and structure,”
EE concepts are frequently distinguished from school concepts.
This perspective is also reflected to some extent in the learning
content. In addition to school-related learning content, EE content
revolves around the promotion of curiosity, creativity, new
skills and hobbies. Document 16 includes references to personal
development and self-confidence: “In this context, the main aim
is to strengthen self-confidence and self-esteem. Children learn
to assess themselves and recognize their own strengths and
weaknesses. They develop concepts and strategies to overcome their
weaknesses and build on their strengths. The pupils’ self-confidence
and ability to empathize are promoted in equal measure.”

4.5 Factors influenced by EE

The final main category “Factors influenced by EE”
encompasses factors that are influenced by EE. The following
subcategories were derived from the documents:

a) Well-being
b) Development
c) Academic performance
d) Life opportunities
e) School climate, attitude and behavior
f) Belonging, social learning and inclusion

The documents described expected effects of EE on children’s
and young adults’ academic performance, their school-related
behavior and attitudes as well as the school climate. Documents
2, 11 and 15, for example, indicated that school-related behavior,
attitudes and academic performance are influenced by pupils’
“active participation.”

The subcategory “Development” is distinct from “Academic
performance” as it contains those effects of EE that are not
only centered around academic performance, but go beyond
by including social, emotional and cognitive aspects. When
considering EE’s influence on children’s development and on their
“Life opportunities,” documents mention short-term and long-term
effects: “Childcare that complements family and school life offers
children stability and security and promotes equal opportunities
for children of different social and cultural backgrounds, languages,
religions and genders” (Document 12).

The documents pay special attention to the categories “Well-
being” and “Belonging, social learning and inclusion.” EE can
have an impact on the sense of belonging and the development
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and maintenance of friendships, which in turn promote inclusion.
These potentials also point to the key challenges that emerged in
all participating countries, namely that the children who would
benefit most from EE are not always the ones who participate
- especially children from families with low incomes and little
formal education, with languages other than the national language
often experience limited access to EE. Document 1 reports that:
“[. . .] research has emphasized the importance of this community
element for young people who attend a leisure or youth club.
A community where experiences of belonging and being included,
hanging out with friends, and being with pedagogues who are good
to talk to and who respect you, have been highlighted in several
Nordic studies.”

Some factors within this sub-category are related to one
another. For instance, well-being is mentioned in relation to
belonging, social learning and inclusion. “[. . .] relationships
and socializing are emphasized as important conditions in
leisure education that both promote well-being and prevent
unhappiness” (Document 1).

Finally, the documents name some content-related dimensions,
such as active participation and collaborative decision making
are expected to have an influence on pupils’ well-being. “Well-
being thus also seems to be linked to the children’s experiences
of freedom to choose what they want to do in their free time.
Being able to decide for themselves, to choose how the afternoon
and evening should take place outside the school setting, is found
several times in the research interviews across ages and different
leisure education institutions” (Document 1).

5 Discussion

The aim of this study was to gain an understanding of what
is particularly important in transnational research on EE, to learn
from different national structures, processes and intentions of
EE and to derive recommendations for leadership, policy and
educational institutions.

5.1 Limitations

First, limitations of this research should be mentioned. In
particular, the literature on EE is limited to the participating
countries in the Erasmus+ “EKCO project,” Austria, Switzerland,
Denmark, Sweden and Norway. Future studies should analyze
further countries by building on the five EE categories identified
in this study: (1). Factors influencing EE, (2). Institutions and
Structure, (3). Pedagogical requirements, (4). Content of EE, (5).
Factors influenced by EE. Another limitation is that the project’s
research team was deliberately selected for research on EE and was
therefore responsible for the selection of the documents (expert
sample), which could have led to a subjective selection that is
guided by interests. However, the clear advantage of this approach
is that linguistic differences have provided access to literature that
is not English. The documents from the partner countries were
provided in the original language, which made it necessary to rely
on the computer-generated translations done by “DeepL” prior to
the analysis. The translations are, however, considered adequate for
the purpose, as the experts affirm the results for their own countries.

5.2 Policy and leadership
recommendations

The five categories identified in this research offer five key
recommendations for educational policy on a national and at the
EU level:

1. Factors influencing EE: Extended education has been
established in all countries for many years, even if it has
had a longer tradition in some countries and has been rolled
out more recently in others as part of political innovation
programs. Legal and organizational difficulties such as
different employers or unclear regulations should therefore be
reviewed and revised as far as possible. Cooperation between
different countries and institutions could facilitate knowledge
transfer and successful concepts can be adopted. This would
help to establish a supportive structure in the schools. Support
for schools regarding school development and accompanying
research also appears to be necessary, as some countries
have set up broad accompanying research and some hardly
have any studies to show for it. Similar to teaching, specific
responses are needed for specific student characteristics such
as language skills and socio-economic status.

2. Institutions and structure: The importance of EE has
been highlighted in the previous sections. The document
analysis shows major intranational differences in all countries
regarding spatial and staffing resources and costs. It
seems necessary to establish minimum standards to reduce
these differences as far as possible. The importance of
organization within schools was also emphasized in all
countries – educational governance should offer exchange
formats, further training and organizational development
based on good practices.

3. The results highlight the need of a further development of
institutional autonomy to adapt to current local contexts
and needs and increased cooperation between school,
EE and other involved stakeholders, such as parents or
social workers. This would allow for a more effective
use of resources (time, infrastructure, staff) and support
innovative and equitable practices in EE (Sørensen and
Torfing, 2015). This quest is supported by governance
perspectives that stress the importance of enabling self-
governance of institutions (Wilkins and Olmedo, 2019).
Educational policy should provide goals that serve the
common good and that allow autonomy of individual
schools as well as the creation of networks on the local,
national and supranational level. Institutional structures that
support “regulated self-regulation” (Torfing and Triantafillou,
2013, p. 15), can help reduce complexity, coordination
issues and quality assurance in leadership processes that
are characterized by collaborative networks of institutions
and other stakeholders (Wilkins and Olmedo, 2019). Finally,
from an equity perspective, leadership should pay attention
to the access to and distribution of participatory power
and leverage of influential stakeholders in educational
institutions to mitigate marked-based power dynamics that
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run risk of excluding people of disadvantaged backgrounds
(Torfing and Triantafillou, 2013, p. 17).

4. Pedagogical requirements: At the pedagogical level, the
qualification of staff should be specified. While some of the
analyzed countries require a qualification at the academic level
as a standard, others employ unqualified staff. An EU-wide
minimum standard would be necessary to improve the quality
of children’s education. Likewise, organizational development
within educational institutions must be promoted at this
level to improve the cooperation of educators. This points
to the role of school leadership and teacher appraisal, as
well as the provision of quality initial and in-service teacher
training, in the continuous development of staffs’ pedagogical
competences and organizational cultures that are responsive
to their contextual needs.

5. Content of EE: The core content of EE is discussed very
differently in the various countries, but there also seem to
be debates within the countries. While in some countries
the goal is “learning,” others promote the self-determination
of children. It is recommended to use these differences
as inspiration for a lived diversity of content, since in
contrast to teaching, EE is based on voluntary offers,
personal and community-based interests as well as access of
individuals to EE.

6. Factors influenced by EE: Numerous student characteristics
are said to be influenced by EE – such as well-being, personal
development, academic performance, life opportunities,
school climate and social belonging including inclusion in
the documents. This content, as outlined above, is shared by
all countries, even if there is variance. It is recommended
that the governments consider pedagogical requirements and
offer clear and beneficial framework conditions, resources
and training, as well as programs to promote organizational
development. In addition to that, the comparative analysis
has shown difficulties in access to EE in all participating
countries – the ones who could benefit the most do not always
have the opportunity to participate in EE.

This study points to an increasing institutionalization and
decentralization of informal education (care, leisure time, learning
support, cultural, social, personal and health related activities)
through the collaborative provision of education by different
stakeholders. Consequently, educational leadership on the school,
local, national and international level needs to ask new questions,
such as: (1) What is the role of EE institutionalized informal
education? (2) What are the goals of EE? (3) What are the
characteristics of the student and staff body? (4) Which aspects
need to be further developed? (5) Which resources and practices
do already exist in the network of professionals in EE? (5) In which
ways can collaborative efforts and training support the provision
of quality EE? And (6), at which governmental level can these
developments be best be governed?

5.3 Future research directions

These results provide clear indications of where further
research and governance efforts could be directed at both

the transnational and national level. On the academic level,
transdisciplinary sociological and organizational analyses could
shed more light on the emerging field of EE (see Maag Merki and
Altrichter, 2015) and on possible avenues to support education
quality and equality of opportunity in education (Bae et al., 2019;
Entrich, 2020; Holmberg, 2021; Cipollone and Stich, 2017). From
a gender perspective, the role of EE in institutionalized childcare
could be examined further to offer insight on the relationship
between social, economic and educational opportunities of
children’s primary caregivers, who are predominantly women
(Berghammer et al., 2019; Felderer et al., 2006; Schierbaum
and Ecarius, 2022; Zartler et al., 2011). On a social level, the
facilitation of access to health (Murray et al., 2024), cultural and
social learning opportunities in EE (Bourdieu and Passeron, 1990;
Noam and Triggs, 2018) could be studied more closely. On
a leadership level, a governance perspective could support the
effective allocation of expertise to the demands of EE and allow
the implementation of solutions that are tailored to specific
institutional or regional contexts. This can provide insights for
policy development and raise new questions for quality assurance
and professional training. Recommended policy and organizational
guidelines that promote social innovation and collaboration
through governance practices are the (1) adaptivity to current
contexts and needs, (2) pragmatic and realistic use of available
resources, (3) a distribution of power to allow autonomy and
support self-management of educational institutions and involved
stakeholders, (4) horizontal integration of all stakeholders to share
needs and ideas, (5) collaboration to pool resources, and (6) the
integration of diverse groups (Sørensen and Torfing, 2015).

5.4 Key findings

This paper identified five central categories of EE: The
first category contains factors that shape EE, such as national
frameworks or educational policy structures. Three categories were
identified that describe structures and processes: the institutional
structures, pedagogical requirements and EE content. The fifth
category describes effects of EE, such as the well-being of children
and young people, or the promotion of educational opportunities
and positive effects on student performance. These categories
should not be considered as isolated but understood in relation to
one another by paying attention their interaction. The potential
outcomes of EE depend on policy structures in the same ways
that EE content and design is based on EE teacher competence,
leadership support and the quality of collaboration with internal
and external stakeholders. A governance perspective shows that
EE is influenced by a multitude of conditions and that the
overall design of EE in the countries is influenced by their
respective political circumstances. Consequently, a standardized
solution or a cross-national approach will not necessarily yield
the same results in every country. However, there is potential
for mutual learning and knowledge transfer through the study
of individual approaches of the countries. Another important
contribution of this paper is to provide an understanding
of possible blind spots in the current overall discourse on
EE. In effect, it can be surmised that there are areas that
are not sufficiently addressed in the existing research on EE.
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These include the promotion of equal opportunities for children
of disadvantaged family backgrounds, the fostering of critical and
creative thinking and the role of educational governance and
leadership in providing quality EE.
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