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EXECUTIVE SUMMARY

Teaching and training are at the heart of the knowledge society. The development of a
common European framework for teacher and trainer competences and qualifications will
provide a catalyst for the development of policies to increase the quality of teacher and trainer
education, increase the capacity for innovation, and thereby contribute to the Education and
Training 2010 priority of increased investment in the development of human resources.

The changing role of teachers and trainers in the knowledge society provides a compelling
reason for the development of such a common framework. It can provide references and
principles which are aimed at informing and supporting national policies and providing an
opportunity for convergence of systems where appropriate.

The European dimension should be at the heart of the initial and continuing education of
teachers and trainers if they are to be supported in their crucial tasks of raising awareness of
the importance of the European project among young people, and preparing them to play their
role as active citizens at local, national and European levels.

Mobility provides a powerful means of enabling teachers and trainers to educate their learners
for European citizenship and of deepening their own sense of being European citizens
working in the field of education and training. Mobility throughout the continuum of their
professional development should therefore be considered a priority, and a central tenet of the
common framework for competences and qualifications.

The continuing professional development of teachers and trainers over the period of their
initial education, through induction phases, the early stages of full professional activity, and
continuing professional development, provides the cornerstone for the development of a high
quality education and training system. Such continuing professional development should be
seen holistically, embracing a wide range of activities which contribute to building a positive
learning environment for all actors in the education and training process.

Indicators are an important instrument of the open method of coordination. They also
contribute to the development of a culture of quality within education systems by measuring
progress.  Information on how individual countries use indicators for supporting policy
development in the areas of the professional development of teachers and trainers could be
usefully included in their biennial reports to the Commission. This will facilitate the
preparation of a mapping exercise on the existence and use of indicators in this area and an
exploration of good practice with a view to suggesting possible strategies at a European level.

Any indicators proposed in relation to the professional development of teachers/trainers
should be seen in terms of their relevance for pupil/trainee outcomes and performance. The
measurement of professional development should also be linked to the quality goals of the
school and how these impact on teachers’ participation in professional development activities.

Progress in teacher and trainer education along the lines indicated in this report requires major
input and commitment at national level. There needs to be more engagement with those who
have policy responsibility for teacher education and curriculum development at national level;
key players in teacher education need to know more about the process; there needs to be more
networking between the various actors involved in the expert groups at national level and with
practitioners.



I. INTRODUCTION: PROGRESS IN EDUCATION AND TRAINING 2010

1. This report relates to the work undertaken by the European Commission Expert Group on
Improving the Education of Teachers and Trainers (Group A) in the context of the follow-up
of the Lisbon Council, which set as a main objective that the Union should become “the most
competitive and dynamic knowledge-based economy in the world capable of sustainable

economic growth with more and better jobs and greater social cohesion” (European Council,
Lisbon, March 2000).

2. To achieve this ambitious goal, Heads of States and Government asked for “not only a
radical transformation of the European economy, but also a challenging programme for the
modernisation of social welfare and education systems”. In 2002, they went on to say that by
2010, Europe should be the world leader in terms of the quality of its education and training

systems.

3. Making this happen will mean a fundamental transformation of education and training
throughout Europe. This process of change will be carried out in each country according to
national contexts and traditions and will be driven forward by cooperation between Member
States at European level, through the "open method of co-ordination"'. It involves the sharing
of experiences, working towards common goals and learning from what works best
elsewhere.

4. To ensure their contribution to the Lisbon strategy, Ministers of Education adopted in 2001
a report on the future objectives of education and training systems” agreeing for the first time
on shared objectives to be achieved by 2010. A year later, the Education Council and the
Commission endorsed a 10-year work programme to be implemented through the open
method of coordination. Approved by the European Council, these agreements constitute the
new and coherent Community strategic framework of co-operation in the fields of education
and training.

5. The first Joint Interim Report of the Council and the Commission (JIR)® on the
implementation of the Lisbon strategy in the fields of education and training was adopted by
the Council on 26 February 2004 and transmitted to the 2004 Spring European Council.
Although it was too early to produce a substantial document on progress achieved since

While respecting the breakdown of responsibilities envisaged in the treaties, the “open method of

coordination” provides a new cooperation framework for the Member States with a view to convergence of

national policies and the attainment of certain objectives shared by everyone. It is based essentially on:

e identifying and defining jointly the objectives to be attained,;

* commonly-defined yardsticks (statistics, indicators) enabling Member States to know where they stand
and to assess progress towards the objectives set;

e comparative cooperation tools to stimulate innovation, the quality and relevance of teaching and
training programmes (dissemination of "best practice", pilot projects, etc).

http://register.consilium.eu.int/pdf/en/01/st05/05980en1.pdf

“Education and Training 2010” — The Success of the Lisbon Strategy Hinges on Urgent Reforms, adopted jointly by
the Council and the Commission on 26 February 2004



Lisbon, the report contains key messages and priorities to guide future action and support
progress more efficiently and effectively

6. The message put forward by the Commission in its November 2003 contribution to this
report remains the main thrust of the joint report: “The pace of reforms of education and
training systems should be accelerated” if the overall Lisbon objectives and the one
specifically set for education and training are to be achieved by 2010 and “the “Education &
Training 2010” programme should be duly taken into account in the formulation of national
policies”. In its conclusions drawn on the basis of the joint report, the European Council
reaffirms the crucial role of education and training in the success of the main Lisbon goals
and underlines the need to invest more, and more efficiently, in human capital as a condition
to growth, productivity, social integration and inclusion. The Council stresses the need for
reform and investment in the key areas for the knowledge society and supports the putting in
place of lifelong learning strategies in all Member States by 2006

7. The JIR highlights the importance of teachers and trainers across all of the Education and
Training 2010 process. It stresses that the success of the proposed reforms depends on the
availability of high quality teachers and trainers who can implement reforms on the ground.
The work undertaken by Group A over the past year has focused on the need to ensure that
governments are provided with policy recommendations which will be useful in developing
their teacher education policies.

8. The report presents the work undertaken by Group A since September 2003 and identifies
ways of responding to the challenges in relation to teachers and trainers which were
articulated in the JIR. It focuses on two major areas, namely improving the quality of teacher
and trainer education through the development of common European framework for teachers’
and trainers’ competences and qualifications; and the development of a strategy on indicators
for measuring improvements in the professional development of teachers/trainers. It
concludes with a section on future priorities for progress by suggesting ways in which the
work undertaken to date can contribute a European added-value to the development of teacher
/trainer education policies which respond to the challenges identified in the JIR. In a final post
scriptum, some information is provided in relation to recent developments in a number of
countries in the field of teacher/trainer education where the influence of the work undertaken
in Group A has been considered useful.

A list of the members of the group can be found in Annex L.

I1. JOINT INTERIM REPORT: an impetus for the work of Group A in 2004

9. The Joint Interim Report of the Council and the Commission “Education and Training
2010” emphasised the central role of teachers and trainers in the knowledge society. It
highlighted the need to support ongoing professional development, the importance of a
common qualifications framework in order to ensure transparency between systems, and the
issue of attracting and retaining high quality graduates in the profession.

10. Similarly the 1** Activity Report of Group A* on improving the education of teachers and
trainers shared this emphasis and stressed the importance of developing:

*  “Improving the Education of Teachers and Trainers-Progress Report November 2003



- coherent lifelong teacher education and professional development policies;

- appropriate quality assurance and accreditation systems;

- new types of partnership between teacher education institutions and schools and a research-
based teacher education;

- appropriate participation of the stakeholders in policy development and evaluation.

11. The central role of teachers as key actors in attaining objectives in the field of basic skills,
information technology, citizenship education and making learning more attractive was also
stressed by many other expert group reports’.

2.1. Work undertaken by Group A since autumn 2003

12. In order to ensure an efficient treatment of the key messages about teachers and trainers
identified in the JIR and the first year activity report it was decided to take the work forward
by focusing in sub-groups on three areas, which taken collectively provide a basis for
addressing the central question of improving the quality of teacher and trainer education.
These groups® focused on:

1. Supporting teacher professionalism
2. Identifying appropriate indicators
3. Quality assurance and teachers and trainers

The objective in each of these sub-groups has been to produce material which is relevant for
policy makers and which can support decision-making at national and European levels.

13. The work has been premised on the need to ensure that the initial and continuing
education of teachers and trainers is seen in a lifelong learning perspective, that supporting
their professional development over the continuum of their careers is seen as a quality
assurance issue, and that suitable indicators are developed for measuring their professional
development. The need to ensure that the process of reflection on how to improve the
education of teachers and trainers contributes to the process of policy making at national level
has been an underpinning principle of the work undertaken in Group A. This Activity Report
proposes ways in which the idea of a common European framework for teacher and trainer
competences and qualifications, launched in the JIR , can be taken forward and contribute an
added-value to the quality of teacher and trainer education in Europe. It also proposes a
strategy for the development of indicators on progress in the professional development of
teachers and trainers which should assist countries in their policy development.

The reports of the expert groups in the field of Basic Skills, ICT and Teacher Education, Making Learning
more attractive all make reference to the importance of teacher education. In 2004 this common interest in
the importance of teacher/trainers education has been an underpinning principle of the work carried out in
Group A.

The discussion papers prepared by each of these sub groups are to be found in Annexes II, III and IV



2.2. Investment in the quality of teachers and trainers and the success of the reforms

14. The JIR stresses that the success of the reforms which are necessary to achieve the
objectives set out for education and training by 2010 depends directly on the motivation and
the quality of teachers and trainers’. Changes in working conditions and career structure and
improved opportunities for professional development are needed in order to attract and retain
the best talents in the profession. In order to improve quality the JIR emphasises that teachers
and trainers must be prepared “for their changing roles in the knowledge-based society and in
transforming the education and training systems” and that in order to enable teachers and
trainers to meet these challenges, Member States should consolidate the education of teachers
and trainers in a lifelong learning perspective. This investment in teachers and trainers
represents the qualitative aspect of what is deemed as the first priority lever of success of the
Education and Training 2010 Process — “focus reform and investment in the key areas”. The
fact that the current demographic profile of primary and secondary teachers in Europe will
require the recruitment and training of over a million teachers by 2015 gives increased
relevance to this investment.

2.3. European Framework for the Quality of Teachers’ and Trainers’ Competences and
Qualifications

15. The JIR emphasises that within the context of a strategic approach to lifelong learning that
European common references and principles should be developed as a matter of priority, in
the context of the implementation of the Objectives and Copenhagen Processes. These
common European references and principles will encourage and support national reform
policies and promote mutual trust among the key players and should be seen “as part of the
implementation of the work programme of the objectives of education and training systems
and of the Copenhagen Declaration™. One such framework relates to “the competences and
qualifications needed by teachers and trainers in order to fulfil their changing roles”. Other
areas which are seen as key elements of a lifelong learning strategy’ — equipping all citizens
with the key competences they need; creating learning environments which are open,
attractive and accessible to everyone; targeting efforts at the disadvantaged groups — provide
further outcome-based criteria for the development of such a framework.

16.0ther key elements of the Europe of education and training mentioned in the JIR'°— the
general European qualifications framework, the increase of mobility and the European
dimension of education — are also closely connected with the development of a framework of
common European references and principles for the policies regarding the quality of teachers’
and trainers’ competencies and qualifications.

TR, 212
8 JIR, 223
° JIR,2.2.1and2.2.2

1 JIR,2.3.1,2.3.2 and 2.3.2



III. DEVELOPING A COMMON EUROPEAN FRAMEWORK: GUIDING
PRINCIPLES

17. The work undertaken in relation to supporting teacher professionalism, quality assurance
and the development of indicators to measure professional development provides substantial
material for reflection on the issues which should be addressed by European and national
authorities if the recommendations on teachers and trainers in the JIR are to lead to the
implementation of measures which support the development of high quality professional
development policies in Europe. As suggested in the JIR, these measures are best seen within
a common European framework providing a reference for the development of policies which
support the continuum of professional development in a Lifelong learning context and ensure
that learners at all levels benefit from the contributions of highly qualified, widely
experienced teachers and trainers who are engaged in a continuing process of professional
development. A common framework supporting the development of quality teacher and
trainer education in Europe will also contribute to the development of transparency and
mutual trust between systems.

18. The following general guiding principles should be taken into account in the development
of such a framework:

e Teaching/training should be seen as a profession based on a professional, tertiary
level, university, or equivalent, research-based initial education for teachers and/or
other appropriate professionally recognised levels for trainers;

* The issue of competences in teacher /trainer education should be seen in a lifelong
learning perspective ;

* The process of continuous professional development should be ‘owned’ by both
individuals and institutions in a context of partnership between teachers, their
constituent organisations, employers, parents’ associations and education authorities;

* Mobility should be seen as an integral part of professional development at initial
training and continuing professional development stages. It should be seen as
contributing a European added-value to the development of optimum learning
environments for all young people and should be appropriately recognised and
accredited;

e The European dimension should have a much stronger presence in initial teacher
education curricula and programmes;

* Appropriate professional support should be provided for those responsible for the
education of teachers and trainers;

» Effective support structures are necessary at European level in order to promote the
European dimension of the professional development of teachers and trainers and
build new knowledge in the field of educational research.



19. The reflection on the content and scope of a European framework for teachers’ and
trainers’'! competences and qualifications should also be informed by developments within
the broader field of Lifelong Learning as well as in the ongoing work in the follow-up of the
Copenhagen Declaration and Bologna Process. This section highlights some of the important
elements which such a reflection can bring to the development of such a framework after an
initial consideration of its scope'.

3.1. Guidelines for policy measures at national and European level

20. The common European framework should refer to references and principles and be aimed
at supporting and encouraging national policies as well as providing an opportunity for
systems convergence where appropriate’”. These references and principles are guidelines for
what governments may be required to do (regulation, financing, supporting, control,
evaluation...) in order to ensure that teachers and trainers have the competences and
qualifications needed to fulfil their evolving roles as agents of change in education and
training systems. The framework should also provide an incentive to individual countries as
they develop their policies in teacher/trainer education. As the common framework will be
developed as a way of ensuring that Education and Training 2010 makes a qualitative
contribution to the quality of teacher trainer education, the open method of coordination
(OMC) can provide the dynamic for its development and implementation. Whether the
common framework could also be a reference for other European initiatives, such as those
belonging to education and training programmes (Erasmus, Comenius, Leonardo,
Gruntvig...) should also be examined.

21. The references and principles should predominantly refer to outcome-centred policies but
some input and process-centred policies should also be considered, particularly in relation to
qualifications.

3.2. Lifelong learning perspective for teachers’ and trainers’ competences and
qualifications

22. The competences and qualifications needed by teachers and trainers must be understood in
a lifelong learning perspective in two ways:

In Group A it was agreed that the framework should refer to teachers and trainers as defined below in
footnote 26, not including, however, lecturers in higher education and the university sector with the
exception of teacher and trainer educators.

The recommendations made by Group A in its 2003 activity report also provide some useful contributions
for the framework.

It could be useful for other purposes such as providing greater transparency between national systems;
facilitating the mobility of more teachers, trainers and trainee teachers; making it easier for national
frameworks to recognise training and learning in other European countries...



* Teachers and trainers need to be capable of contributing to the successful launch of
young people as lifelong learners.'* Their initial education and training provides the
first essential building blocks to enable them to play this role;

e There needs to be a cumulative process of acquisition of competences and
qualifications over the full span of professional life; the framework should therefore
be focussed on the continuum of the professional development of teachers and trainers
(initial, mentored induction, and ongoing phases) and the capacities they need in order
to fulfil their changing role in a society of lifelong learning.

3.3. Changing role of teachers and trainers and their lifelong learning outcomes

23. The changing role of teachers and trainers in the knowledge society is one of the
compelling reasons for promoting the idea of a common framework for their competences and
qualifications. It should also inform the development of references and principles for the
national definition (and, in an indirect way, for institutional/professional definition) of
learning outcomes of their lifelong learning.

24. When referring to the areas where the efforts of education and training policies should
focus in order to make lifelong learning a reality , the JIR describes the following key priority
areas which will condition and influence the changing role of teachers/trainers':

*  Promoting the acquisition by all citizens of the key competences they need;,

* Creating learning environments which are open, attractive and accessible to
everyone;.

*  Pursuing the contribution of education and training to social inclusion policies.
3.4. European dimension of competences and qualifications
25. The need to establish a Europe of education and training provides a further driving force
for the development of references and principles relating to competences and qualifications.

In this context, the JIR stresses the need to :

* consolidate the European dimension of education,
* to increase mobility and
* to put in place a European qualifications framework;

" The Progress reports on the follow-up to the Council resolution on lifelong learning acknowledge that

working in a lifelong context requires changes in the role of teachers and trainers, more specifically in
teaching and learning methods (above all, as a consequence of the widespread use of ICT) as well as in the
teacher/learner relationship; to create an awareness of the need for a lifelong commitment to learning is the
first task of teachers and trainers, who should also act more and more as coaches for independent learning.
The Progress reports recognize that it is a major task to assist the teachers and trainers “to face up to,
welcome and then adapt to these changes”.

More details about the changing role of teachers and trainers can be found in the reports of the Working
Groups of the Objectives Process (including the Group A final report of 2003) and of the Copenhagen
Declaration. See also below points 5.1 and 5.5.



3.5.1 Education for European citizenship and the lifelong learning outcomes of teachers
and trainers

26. The important role of the school in educating for European citizenship highlights another
changing dimension in the role of teachers and trainers, which provides possible guidelines
for outcome-centred policies related to their competences and qualifications. All education
systems should ensure that by the end of their secondary education, pupils are informed about
and understand what European integration is about, and have acquired the knowledge and
competencies they need to prepare them for their role as future citizens of Europe. Teachers
and trainers also have a key role in promoting mobility of young people including those in
vocational education and training.

27. Teachers’/trainers qualifications'® must also include in their outcomes their education as
European citizens, with a key contribution to make in raising awareness of the European
project in their chosen professional fields.

28. The European dimension of education should mean that students and teachers are
conscious of their common cultural base and the rich national and regional diversity they
share. The European dimension must embrace the whole of Europe, not only the EU Member
States, and not only include the indigenous cultures, but also those of migrant communities in
Europe. It should be an inclusive concept, which does not deny or suppress the distinctive
characteristics of individual identities or cultures represented throughout Europe, nor exclude
a wider international perspective. Teachers, as well as students, need to have their horizons
widened to take account of this broader European concept. This is all the more important in
the view of the clear threats of divisiveness, inter-cultural tension and xenophobia. The
European dimension may be used as a model of diversity, which can provide both fruitful
exchanges and lessons for other regions of the world, while Europe also has much to learn
from other countries and regions.

3.5.2 European mobility as a means of promoting lifelong learning outcomes for teachers
and trainers

29. Mobility for professional development reasons in the European education and training
space is a powerful means of enabling teachers and trainers to educate pupils for European
citizenship and to become themselves educated as European citizens working in the field of
education and training. The JIR recognises that “the level of participation in mobility
exchanges (...) among teaching and training staff is inadequate'’ and establishes that
“particular attention should be paid to mobility of teachers and trainers as part of their career
development™'®. Mobility of teachers and trainers during the continuum of their professional
development (pre- and in-service) should be a central tenet of the framework. Institutions of

' Some useful contributions on this issue are to be found in the recent ENTEP document What is a “European

Teacher”? ENTEP refers to the European Network for Teacher Education Policies-network of teacher
education policy makers set up by Ministers of Education of the EU in 2000.
7 JIR, 1.1.4

8 JIR,2.3.2



initial and continuous professional development should be encouraged to integrate mobility
projects into their mainstream programmes and recognise them as essential components of
such programmes. Future teachers of European languages should be required to spend an
extended and appropriately structured stay in the country/ies of the target language.

30. Such mobility can have diverse forms and should not be restricted to participation in
different courses within pre- and in-service teacher education programmes. Mobility also
means that teachers and trainers have the opportunity to see how different educational issues
can be dealt with within various contexts. This may include contacts between schools and
establishing networks between schools working on different aspects of school development.
Such contacts could be an exchange of experiences, but also long-term contacts. It may also
mean that individual teachers have the opportunity of participating in in-service education
programmes in a country other than their own. Mobility periods are not only related to the
experience and career of the individual, but also to the development of schools as learning
organisations.

Overcoming the obstacles: financing, language and recognition

31. Mobility for the professional development of teachers and trainers requires the support of
considerable resources in the EU programmes to enable a significantly greater number of
teachers to participate in mobility programmes in other countries. The Commission has
already proposed a tripling of the amounts available to support mobility in the newt
generation of education and training programmes. Apart from the increase of funds for EU
programmes, supporting mobility also needs to be prioritised in public policies at national
level.

32. Lack of language knowledge and difficulties in recognition of the learning acquired
during mobility periods, including for career development purposes, are the most frequent
obstacles to mobility linked to the competences and qualifications of teachers and trainers.

33. National strategies and measures are also needed in order to ensure that the European
objective of mother tongue plus two European languages is reached. The study of European
languages in every initial teacher education programme as well as in teachers’ and trainers’
continuous education should also be promoted. Nevertheless, lack of knowledge of language
of the origin/destination country should not be seen as an obstacle per se and used as an
excuse for not undertaking mobility; this need not be so, if exchanges for professional
development are subject based and properly supported by targeted language training
beforehand.

34. Recognition in terms of professional or academic qualifications, as well as of career
progression, the instruments developed in the framework of the Copenhagen Declaration and
the Bologna Process (European frameworks for transparency of qualifications and
competencies, for the validation of non-formal and informal learning, for quality assurance...
all to be integrated in the European Qualifications Framework) will be useful in eliminating
some of the obstacles to mobility and, therefore should inform the development of the
framework.

10



3.5.3. Links with the EQF and specificity of the framework
The recognition of qualifications and the European labour market

35. The JIR" identifies the need for a European Qualifications Framework (EQF), covering
higher education and vocational education and training (Bologna Process and Copenhagen
Declaration), aimed at the mutual trust in, and recognition of, qualifications everywhere in
Europe. The common European framework for teachers’ and trainers’ competences and
qualifications should be seen within this broader context.

Learning outcomes and quality assurance instruments

36. There are already some characteristics of the EQF mentioned in the JIR, such as the use of
learning outcomes and competences as descriptors of qualifications, as well as the recourse to
mutually validated quality assurance instruments, that should be borne in mind in drawing up
the specific framework related to teachers and trainers. The common European framework
can also make a significant contribution to the quality of teacher and trainer education.
Indeed, both these dimensions are pinpointed in the Bologna Process and the Copenhagen
Declaration also gives specific attention to the latter.

Developing this framework in articulation with the EQF:

37. The European Qualifications Framework is largely concerned with facilitating the
recognition of qualifications between systems. While the common European framework for
teachers and trainers’ competences and qualifications will not exclude the recognition issues,
the focus will be on the quality of their education and professional development and the
recognition of mobility for professional development purposes. Procedural and legal matters
relating to recognition in a labour market context will be dealt with within the context of the
European Qualifications Framework and European directives. It is important however that the
development of the common framework for teacher and trainer competences is informed and
appropriately articulated with the development of the EQF.

IV. BROADER FACTORS IMPACTING ON THE DEVELOPMENT OF A COMMON
EUROPEAN FRAMEWORK

4.1. The Bologna Process: European Higher Education Area in Teacher Education

38. In the vast majority of European countries initial teacher education takes place within
higher education institutions. Higher education also plays a role in teachers’ continuous
professional development sometimes delivering courses, which award second or third cycle
degrees. Therefore, in drawing up the common European framework for teachers’ and
trainers’ competences and qualifications, it is necessary to give greater consideration to the
place of their education within the European Higher Education Area and the Bologna Process.
The enhancement of quality and the promotion of European mobility are common goals of the
Bologna Process and of the European framework for teachers and trainers. But there is a need
for adaptation of the general references common to all higher education programmes to the
specificities of teachers’ competencies and qualifications. The perception in some countries
that teaching is a ‘national’ profession makes this a more complex task than in other higher
education fields.

P JIR, 2.3.1
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Level of teacher education programmes

39. Group A emphasizes the professional character of teacher education which awards a
higher education and scientific-based qualification. For this reason, teacher education within
the Bologna Process should be developed on the same basis as for other professional
programmes (medicine, engineering etc). Apart from this, a broader integration of teacher
education in universities is imperative, whenever this does not happen: teacher education
programmes must be delivered in all three cycles of the higher education degree structure and
be research-based, which implies that much more attention should be paid to the promotion of
teacher and school education research and the development of new knowledge , namely by
including this field in the European Research Area.

Degree structure, competences and qualifications profile, external quality assurance

40. In order to achieve comparability (of quality and structure) and some convergence in the
higher education teacher education area, nearly all the instruments of the Bologna Process
require adaptation, namely:

* the implementation of the easily readable and comparable three-cycle degree structure
and of a credit system;

* the development of descriptors for the learning outcomes of the programmes;

* the implementation of an external quality assurance (accreditation) system based on
mutually shared criteria and methodologies;

» the adoption of a lifelong learning perspective in higher education.

All these issues must be dealt with in the framework for teachers’ qualifications addressing
initial teacher education as part of the Bologna process and ensuring that it becomes part of
the European higher education space. While some work has been done within ENTEP and the
TUNING™ project in relation to the implications of the Bologna Process for teacher
education, more work is necessary: there is a need to establish a forum to specially address the
issue of teacher education within the Bologna Process in order to ensure greater coherence
between national teacher education strategies within the Education and Training 2010
Process.

4.2. The Copenhagen Declaration

41. The Copenhagen Declaration, focusing on vocational education and training (VET) in the
framework of a lifelong learning process, deals with some specific issues that challenge the
role of all learning facilitators (teachers, trainers, mentors, tutors...) working in the field. The
majority of these issues are addressed by policy initiatives to be taken at European level
concerning the setting up of:

* asingle European framework for transparency of VET qualifications;

* a European framework for validation of non-formal and informal learning;
* a European quality assurance framework for VET;

* a European credit transfer system for VET.

2 Pilot project of higher education institutions to explore ways of ensuring greater convergence and common

understanding between degree programmes and curricula supported by the European commission in the
framework of the Socrates programme.
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Changing role of VET teachers and trainers

42. Undoubtedly, all these frameworks and systems are relevant for the VET learning
facilitators’ role and, therefore, should be borne in mind in the development of principles and
references for policies regarding their competences and qualifications. This role includes
identifying, assessing and recognizing non-formal and informal learning, developing VET
programmes according to a credit transfer system, completing a ‘Europass’ for each graduate
and managing and ensuring VET quality; it is also expected that they perform all these tasks
within the context of a European framework.

Teacher and trainer training seen as VET

43. Teacher and trainer education programmes, when provided by non-higher education
institutions (as the Copenhagen Process does not explicitly consider higher education
vocational programs), can be seen as belonging to the VET field and therefore all the VET
issues analysed (transparency of qualifications, credit transfer system, validation of prior
learning and quality assurance systems...) are also relevant for them *' and could be a source
of inspiration in drawing up references and principles for the policies regarding the quality
assurance in relation to teachers and trainers competencies and qualifications. The
qualifications and competences of VET teachers and trainers and the identification of their
learning needs by VET providers are seen as input and process standards for VET quality.

Identification of the learning needs of teachers and trainers

44. The learning needs of teachers and trainers within all forms of VET are one of the
priorities of the Copenhagen Declaration for enhanced European cooperation in VET*%.
Within Group A work has commenced on the identification of common criteria and
methodologies for detecting the learning and professional development needs of
teachers/trainers within the VET system through the use of a quality assurance analysis grid to
be used in case studies.

45. This grid has been based on the analysis grid developed by the Technical Working Group
working on Quality Assurance in VET>. It has adapted the existing grid of the Common
Quality Assurance Framework (CQAF) with a view to identifying key questions with which
all decision makers are confronted when setting up mechanisms to identify the learning and
professional development needs of teachers and trainers. These questions will guide the
collection of data on best practises in Member States and provide conclusions at two levels:

- common criteria for quality assurance: these will be aspects and elements repeated in all
good practices and experiences in different Member States;

- contextual quality assurance criteria: these are aspects which appear only in certain
contexts or situations and which also ensure quality.

*l Those provided by higher education institutions should be seen in the framework of the Bologna Process,

which also addresses these issues.

This issue is within the remit of Group A of Objective Process, while the other issues are addressed by other
Technical Working Groups set up as part of the follow-up of the Copenhagen Declaration.

A major outcome of the TWG’s work during 2003 has been the development of a ‘Common Quality
Assurance Framework (CQAF) based on stock taking from existing experiences and knowledge within and
across Member States, and the analysis of ‘good practices’. These provided a basis for consensus building
on a common framework.
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46. Key quality analysis questions have been developed for each aspect of the CQAF
(planning, implementation, evaluation and assessment and review). These questions form the
QA grid for the case studies which will form the next stage of work to be completed in this
area. Common quality criteria will have to be identified to cover each aspect of the CQAF.
Considering the variety of choices made by Member States to deal with quality assurance and
development in VET, the common criteria will be presented as possible answers associated to
specific questions which are transversal to any VET system or provider when reviewing best
practices concerning the identification of learning and development needs of teachers and
trainers in Member States. The results of these case studies will be useful in working out
principles and references for policies regarding the identification of learning needs of VET
teachers and trainers, as well of general school education teachers, namely for their
continuous professional development.

4.3. Good practice in the continuous professional development of teachers and trainers

47. Initial teacher/trainer education must be regarded as a starting point for continuing
professional development. A mentored induction phase should be regarded as an important
bridge between initial teacher education and the assumption of full responsibilities as a
teacher/trainer. Such a phase would allow new teachers to develop their newly acquired
competences while being supported by experienced colleagues. In-service programmes make
it possible for the teacher/trainer to improve and further develop skills and knowledge needed
for his/her work. Continuing education may also make it possible for teachers to acquire
qualifications, which will allow them to undertake education research, as already mentioned
in the context of the Bologna Process.

48. Among the contributions mentioned above for drawing up the framework, a number also
regard the professional development of teachers and trainers when they are already teaching
or training (for instance, learning outcomes, mobility and validation of informal and non-
formal learning, quality assurance). Group A agreed on some further ideas about their
continuous professional development that could be useful in generating references and
principles for the common European framework. These ideas refer to the role of
schools/training centres and of teachers/trainers, as well as to non-traditional learning
opportunities for continuous professional development.

49. Professional development not only provides opportunities for the individual
teacher/trainer to develop competences but also for the development of the school/training
centre. As a part of their efforts to improve the quality of education and training,
schools/training centres may decide about and organise different types of professional
development or other appropriate forms of cooperation with teacher education institutions,
while teachers and trainers may also be motivated to undertake a training activity in order to
achieve a new teaching position. Both of these types of professional development are
legitimate and provisions should be made to support both in terms of resources for both
schools and individuals. Employers of teachers and teachers themselves must therefore
recognise their responsibility in ensuring that teachers are able to adapt and up-date their
professional knowledge and competencies, throughout their careers. A supportive structure in
schools/training centres will help the teachers/trainers with their continuous professional
development.
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50. Better consultative and evaluative mechanisms should be developed for identifying the
needs of professional and school development and the teaching profession must have
ownership of the nature of change and be consulted on the modalities of implementation.
Allowing teachers to contribute to their own professional development priorities, individually
through appraisal and corporately through staff development plans, or where schools can
manage their own in-service training budget according to their perceived needs, may be ways
of supporting school development.

51. Professional development and school development should be seen holistically, embracing
a range of activities in addition to traditional in-service training courses, such as initial teacher
education, mentoring, and coaching, undertaken in schools to support the teacher in her/his
efforts to improve performance and bring a wide range of experience back to the school.
Effective school management must be regarded as the ability to build a learning environment:
stimulating regular discussion of teaching methods, and encouraging experimentation and
reasonable risk taking, seeing therefore professional and school development as an integral
part of the job; disseminating research into new developments in teaching; providing
appropriate training opportunities; rewarding professionalism. Interdependence, joint work,
team teaching, mentoring, collective decision-making and responsibility all enhance the
potential for both professional and school development.

4.4. Social significance of the competencies and qualifications of teachers and trainers

52. The development of a set of references and principles for the policy measures related to
the competences and qualifications of teachers and trainers should lead to a reflection on the
social expectation of teacher/trainers and their role in the education process. Among the
questions which might be considered in this context are the nature of the education and
training systems desired by our societies, their responsiveness to differentiated target group
needs, their relation to civic, social and professional expectations and the social and economic
vision of society they offer.

V. THE QUALITY OF THE PROFESSIONAL DEVELOPMENT OF TEACHERS:
DEVELOPING A STRATEGY ON INDICATORS

53. The establishment of indicators is an important component of the open method of
coordination (OMC, Indicators, and the development of common benchmarks can contribute
to the development of a culture of quality of education systems by measuring progress in each
objective area, at community level. They also provide helpful information for ministers and
policy-makers in creating and implementing more effective national policies in the field and
can be used as an instrument for stimulating the exchange of good experiences and new ways
of thinking about policy approaches®*. Therefore, it is important to limit the areas for which
indicators are established to those that are most appropriate for policy development needs.

Indicators provide a useful starting point for a dialogue between Member States on reasons for differences in
performance: Why is country X performing better than country Y? How come system X is more equitable
than system Y? What are the factors behind good performance? Questions like these should allow Member
States to identify elements of successful policy practice and allow them to learn from each other.
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5.1. Four new indicators

54. Among the already defined 29 indicators for measuring progress towards the 13 objectives
of the Education and training 2010 programme, the three indicators selected in the objective
area of teachers and trainers only measure issues that relate to shortages/surpluses of teachers
and do not address the strategic area of the quality and content of teaching. Following the
invitation made in the JIR” and in order to measure the quality of teacher and trainer*®
education throughout the continuum of professional life in the context of lifelong learning,
Group A together with the Standing Group on Indicators and Benchmarks (Joint Group) have
worked out a list of new indicators and a strategy for their development:

* Levels of satisfaction with professional development programmes,
» The percentage of teachers and trainers who follow continuous professional training,
*  Numbers of teachers/trainers with different levels of professional qualifications,
* Levels of investment in teacher and trainer education.
Levels of satisfaction of teachers/trainers and with teachers/trainers

55. The issue of satisfaction of teachers and trainers with professional development
programmes should address the perceptions of their need to develop and to adapt their
knowledge and competences. It is likely that teachers who feel the need of further
professional development will have different requirements relating to the quality and the
content of teacher education and development programmes from those who do not perceive
such a need.

56. For those teachers and trainers who perceive the need for further professional
development or who actively participate in professional development programmes it is useful
to measure levels of satisfaction in relation to the different aspects of their professional
development programmes. These aspects could be:

3 JIR,3.2

2 The working definition of teacher and trainer used in the reflection on the question of indicators was :

*  Teacher is a person who is acknowledged as having the status of a teacher (or equivalent) according to
the legislation and the regulations of a given country. The word “equivalent” is needed because in some
countries there could be groups of teachers — in particular settings or types of schools or training
institutions or centres — with different titles, e.g. “educators”, “trainers”, “instituteurs”, etc., but holding
the same status as teachers and for whom statistical data collected are traditionally included under the
term “teachers”.

e The word “teacher” should be used for teachers as well as for professional trainers who hold a teacher
status, while the word “frainer” should apply exclusively to those professional trainers who do not
have the legal status of teachers, nor are they grouped with teachers in the official statistics. Since these
trainers may include different categories of professionals, like technical or laboratory assistants,
instructors for different types of job, tutors, etc., it would certainly be useful to collect data on their
initial qualification, continuous professional development and investment in it. In this case, the problem
would be chiefly the distinction between “professional trainers” and “part-time or occasional trainers”.
The two categories could be grouped together, but the data should be collected separately, in order to
allow for a detailed picture of the training supply.
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* access to continuing professional development programmes seen at two levels:

» the perspective of school/training centre development policy (if the
schools/training centres enable teachers to participate in these programmes; if the
further professional development of teachers/trainers is a part of the school
development/training centre policy)

» the perspective of provision (does provision meet the needs of teachers/trainers,
and provide teachers/trainers the possibility to participate in the programmes
they wish to participate in)

* quality of content of continuing professional development programmes

» Teachers/trainers’ perspective (do programmes meet their needs, and
expectations)

» Teaching/training process perspective (do programmes help teachers/trainers to
innovate their teaching/training and contribute to innovation in teaching/training
practice)

57. For those teachers/trainers who do not feel any need to undertake continuing professional
development or who do not participate in professional development programmes, detailed
information relating to age, level of qualification, duration of their teaching/training career,
type of school/training centre, organisation of school/training centre, level of responsibility of
headteachers and teachers/trainers etc. would be useful. This information could provide
information on relations (if they exist) between school/training centre context and
teachers/trainers’ profile, and willingness of teachers/trainers to develop their own knowledge
and competencies and to innovate in their teaching/training.

58. Pupils’/students’ and parents’ responses in relation to satisfaction with the learning
experiences provided by schools and teachers should be also be collected to enable detailed
analysis of the possible outcomes of continuous professional development of teachers and
trainers.

Percentage of teachers and trainers undertaking continuous professional development

59. In this area it seems to be useful both to measure the percentage of teachers and trainers
who undertake continuous professional development activities (both obligatory and voluntary)
and to collect further supporting information on schools/training centres, as well as the
profiles of teachers/trainers undertaking professional development activities and those who do
not undertake such development. Such information will provide a view of the situation at
Member State level relating to numbers of those participating and not participating in
continuing professional development, in addition to information on the profile of
teachers/trainers, schools and educational systems with greater or lesser degrees of provision
of support for the continuous professional development of teachers and trainers.

Percentage of teachers and trainers with different levels of professional qualification

60. It is useful to collect data and to measure progress in relation to two areas:
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* percentage of qualified teachers/trainers, unqualified teachers/trainers and
teachers/trainers qualified in other disciplines at each level of education and the
different national requirement for teachers/trainers at each level of education

* percentage of teachers/trainers with different initial qualifications at each level of
education and numbers of those who formally improve their qualifications in terms of
acquiring a higher degree or attaining further specialisation.

Levels of investment in teacher and trainer continuous professional development

61. The level of investment in teachers’ and trainers’ continuous professional development
indicates the importance of this area in the context of national educational policies. The data
collected in the field of investment should inform on the different means of funding, including
teachers/trainers’ private expenditure for their professional development activities and other
resources, and give the proportion of different resources of funding®’.

5.2. Strategy for the development of indicators

5.2.1 A short term strategy (less than a year)

62. The limited working time has shown that more information will have to be collected in
order to gain a more holistic approach to indicators in the areas discussed. Some instruments
are available in the surveys used across EU (and other) countries and can be used™. However,
it is necessary to establish a fuller picture of how individual Member States use indicators for
policy developments in the area of teachers and trainers.

*  Mapping and peer learning exercises

63. It is suggested that information on how the individual countries use indicators for
supporting policy development in the area of professional development of teachers and
trainers should be included in the joint reports that the Council and the Commission will
submit every two years to the Spring European Council based on the information provided by
national reports. Following the reception of these national reports, it is suggested that a
mapping exercise producing a systematic overview of the use of indicators in this area and a
peer learning exercise exploring good policy practices with a view to suggesting strategies
applicable on a European level should be undertaken.

* Explorative study for developing a conceptual framework and identifying needed
human and financial resources

27 The Copenhagen Coordination Group has also proposed “investment in training of trainers” as one of the

input/process quality indicators for VET at systems level. Three possibilities for the quantification of this
indicator are suggested: amount of financial means spent, number of trainers participating, number of
training days in relation to the number of trainees.
*  Such as TIMSS (Third International Mathematics and Science Study ), PISA ( Programme of International
Student Achievement ), PIRLS (Progress in International Reading Literacy Study), ISSUS (The
International Survey of schools at Upper Secondary School Level).
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64. An explorative study on possible links between the 4 areas of indicators is suggested. This
would be the first step in the development of a conceptual framework in which indicators
needed are clearly defined within a system. In such a framework each indicator in the four
areas should find its location and its functional link with all others.

65. The study should also analyse human and financial resources needed for a possible data
collection. The amount of resources needed to collect data on the four areas in a systematic,
cyclic way depends on the framework adopted. Given the two types of instruments suggested
— questionnaires and official statistics and records — the resources needed would be
concentrated chiefly on the questionnaires. This procedure would involve four target
populations (teachers/trainers, school heads, students, families) and therefore four probability
samples. The amount of human and financial resources needed would be too huge in terms of
cost-effectiveness if a survey is limited to these four areas. A much more modest amount of
resources would be needed if the four areas were part of a broader design: a survey, for
instance, of the type of OECD ISUSS, obviously extended to all ISCED levels (except 5 and
6) and to the 4 populations mentioned above.

5.2.2 A medium term strategy (2-3 years)
*  Enhanced cooperation with OECD

66. The Commission has already raised the question of increased cooperation on the question
of indicators with the OECD. Further work is now necessary both at Commission level and
within the OECD in order to ensure that this work progresses in the most effective way and
provides information which enables us to address the shortcomings in internationally
comparable data on teachers’ professional development.

67. Discussions are already underway within the OECD and the Commission in relation to the
most effective way of organising future work in this area.

*  Eurydice analysis of national teacher/trainer education evaluation systems

68. Eurydice could be requested to analyse the existence (or non existence) of quality
assurance and evaluation practices for teachers’ education in Member States, including the
existing national standards (basic profile, content, components etc.) for teacher and trainer
education. This analysis, which would be qualitative in nature, should look at the kind of
internal (self-evaluation) and external evaluation system established in Member States with
regard to teacher and trainer education. The analysis should also look at the link between
educational reform (for instance, curricula reform) and reform of teacher and trainer
education.

5.3. More research needed

69. The identification of the four indicators has been premised on the assumption that there is
a relation between them and the continuing professional development of teachers and trainers
and, ultimately, that there is a clear link between such professional development and the
learning experience of young people; that it contributes to higher quality of the teaching
profession, to better classroom and school practices and to higher achievement of students. It
is, indeed, important to think of any indicators proposed in terms of their relevance for pupil
outcomes and performance. Apart from this, the measurement of professional development
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should also be linked to the quality goals of the school and how these impact on teachers’
participation in continuing professional development activities. Therefore, the discussion on
indicators needs to go beyond the statistical information and examine what factors contribute
to the quality of pupils’ learning experience, which is more a matter of research. For giving a
scientific basis to the aforementioned assumptions, studies made at European level should be
promoted regarding the variables having impact on teachers’ and trainers’ professional
development and the relationship of this with classroom and schools practices, as well as with
student learning.

VI. FUTURE WORK RELATED TO OBJECTIVE 1.1

70. It is clear that we have now come to an important juncture in the work of Group A. In the
course of the last two years, and increasingly since the publication of the JIR there is a sense
that it is important to move forward into a new phase of our work. This will be characterised
by an emphasis on the implementation of recommendations, the identification of areas where
work at a European level can most effectively respond to individual country needs, the need
to bring a new policy impetus to the quality of teacher education in Europe by developing a
common framework for teacher and trainer competences and qualifications, and the need to
insure that we have suitable indicators for measuring progress.

71. This report has highlighted the areas where work can most effectively be undertaken at a
European level, notably in relation to the common framework and the development of a
strategy on indicators. However, progress at a European level alone will not be enough. There
needs to be more engagement with those who have policy responsibility for teacher education
and curriculum development at national level; key players in teacher education need to know
more about the process; there needs to be more networking between the various actors
involved in the expert groups at national level and with practitioners, projects presented
within the Socrates and Leonardo programmes need to contribute to increasing our knowledge
of the impact of the recommendations we make.

72. This report therefore proposes a two-pronged strategy for the further development of work
in relation to teachers and trainers over the coming eighteen months:

6.1. Progress at European level: further development of the common framework

73. Significant progress has been made in identifying the scope and guiding principles of a
common European framework for teachers’ and trainers’ competences and qualifications. It is
now necessary to finalise this work, in order to ensure its scientific credibility before it is
discussed at a broader level of teacher education practitioners and policy makers. This process
should provide a catalyst for advancing reflection on the most appropriate contribution that
work at a European level can make to improve the quality of teacher and trainer education.
The following steps will contribute to advancing this work:

* Further development and refinement of the common framework by a high level focus

group of teacher educators mandated to prepare an outline of the common framework by
the end of the year
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* Major European conference, hosted by the Commission to bring together key teacher
educators policy makers, representatives of the stakeholders and civil society in order to
“test” the validity and relevance of the common European framework;

* Building on the results of this conference to prepare a Commission and Council
recommendation on the quality of teacher and trainer education to be presented by the end
of 2005.

» Qreater exploitation of the context provided by OMC in order to ensure more sharing of
experience in relation to policy practice (a mapping exercise and peer learning) in the field
of strategies at national level for the quality of teaching and training competencies and
qualifications;

6.1.2. Identification of learning needs of teachers and trainers in VET

74. 1t is intended to pilot the analysis grid of learning needs with selected case studies on VET
teacher and trainer training providers, and to develop an outline proposal for a quality analysis
framework (including common quality criteria). This framework may enable countries to
develop, improve, monitor and evaluate their own systems and methods applied for the
identification of learning needs and for the professional development of teachers and trainers.

6.1.3. Strategy for developing indicators

75. A more permanent sub-group consisting of members from the Standing Group on
Indicators and Benchmarks and Group A should be established in order to advise on strategy
in relation to the development of indicators and to help ensure that work in this area responds
to both qualitative and quantitative needs.

76. At an initial stage its tasks could include:

» Analysing how the national reports can be used for gathering more information in
relation to our needs

» Providing input for an explorative study on the conceptual framework for the
development of indicators.

» Discussing in detail how cooperation with the OECD can contribute to satisfying our
data needs

6.2. Progress at national level and among the stakeholders

77. Work on the development of the common European framework, quality assurance and
indicators at European level will provide a catalyst for the development of an enhanced
policy-making process leading to the preparation of a Commission and Council
Recommendation on the quality of teacher education. However it is important that those who
are responsible for teacher and trainer education at national level find material which will be
useful as they reflect on policy development and the process of reform of systems which is
necessary, if the challenges identified in the JIR are to be effectively addressed. It will
therefore be important to put in place appropriate strategies at national level which will ensure
that more information about what is happening in Education and Training 2010 in general and
in the area of teacher/trainer education in particular is made more widely available.
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78. If teachers and trainers are seen as key actors in ensuring the success of reforms, then it
will be necessary that they know what is happening in the follow-up of the Lisbon agenda and
have an opportunity to be involved in the process of reflection, discussion and decision-
making at appropriate levels. Increasing use of information seminars and cross-thematic
working groups can play an important role in responding to the need to insure that
information circulates more widely.

79. Many countries have already started to reflect on the most effective way of ensuring
progress in the thematic areas covered by the Education and Training 2010 groups within an
integrated approach to lifelong learning. Such approaches are welcome and should provide a
basis for addressing teacher education within a wider framework at national level. Lifelong
learning competences, the links between schooling/training and the world of enterprise,
education for citizenship and inclusiveness provide a backdrop for reflection on what we need
teachers and trainers to be able to do. However, issues such as curriculum design, assessment,
languages, mobility and recognition may require the involvement of colleagues from outside
the immediate teacher/trainer education field in order to ensure that real reform is facilitated.

80. Stakeholders can also play an important role in involving their national associations in
debate and in ensuring that their members at national level are aware of the opportunities
which exist for learning about progress within Education and Training 2010 and for engaging
actively in the process of reflection which is driving the process.
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POST SCRIPTUM

POLICY DEVELOPMENT IN LINE WITH RECOMMENDATIONS CONTAINED
IN 2003 ACTIVITY REPORT

In the field of teacher/trainer education policies there are some recent developments, in
several European countries, covering, at least, a part of the continuum of teacher/trainer
education (initial, mentored induction and continuous professional development). Most of
these reforms are related to objective 1.1 and to the type of policy recommendations made by
Group A in its 2003 report. They are still under consideration or at legislative level and, in
some cases, their implementation has started. This annex refers to some of these

developments®, including those regarding the degree structure of teacher education

programmes in the context of the Bologna Process™’

1. The continuum of professional development of teachers and trainers

Appropriate participation of the stakeholders in policy development and evaluation

In the Netherlands several stakeholders participate in the process
of developing the competence requirements for Dutch teaching staff. First
of all, the profession submits a proposal to a national platform composed of
experts representing teacher education institutions, teaching staff and their
employers. Once this platform has evaluated the proposal, it submits it to
the Government which sets out the official mandatory requirements

Enhanced teaching profiles

In the Netherlands, the recent Education Professions Act (2004)
stipulates that competence requirements must be set as a quality standard
for teaching staff and the teacher education institutions must adapt their
programmes to these requirements. Furthermore, the employers/schools are
responsible for ensuring that their staff maintains their competence levels. A
draft of the competency requirements to be met by teachers has already
been drawn up.

The Flemish Community of Belgium has agreed on a proposal to
update the Decree on the basic competencies for teachers to be submitted to
Parliament after scrutiny by advising bodies. The changes are related to the
needs identified by a large-scale survey carried out among all teacher
education programmes. As a result, special attention is given in this
updating to the following competencies: ICT; working with diversified
public and linguistic skills.

29

30

Based on the written contributions of members of Group A, representing 13 countries and one stakeholder.

The policies which were visited last year as part of the programme of study-visits will not be included, as

they are presented in the Activity Report 2003.
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Newly developed standards with key competencies for initial
teacher and trainer education will be implemented in Poland from the next
academic year.

From 2003-2004, only teachers with a higher education diploma
(ISCED 5A or 5B) are entitled to work in schools in Latvia; those lacking
this required level of education, will have to acquire additional education in
order to reach necessary qualification.

According to government proposals, currently under debate in
England, , by 2006, 90% of full-time and 60% of part time VET teachers
should be qualified to teach or enrolled on appropriate courses. And by
2010 all of them should have Further Education Training Organisation
approved teacher training qualification. There is also to be a full-scale
revision of standards for VET teacher and trainer training which links in
with employer needs and professional standards overall.

Appropriate teacher/trainer education quality assurance and accreditation

systems

A national institution for quality assurance in teacher education
and the accreditation of continuous teacher education providers was
established in 2003 in Romania.

In the Czech Republic a system for accreditation of continuous
professional development of teachers is being implemented.

The Norwegian Agency for Quality Assurance in Education has
been established as an independent government body, with the aim of
supervising and developing the quality of higher education in Norway
through evaluation, accreditation and recognition of quality systems,
institutions and course provision; in 2005 it will evaluate general teacher
education.

A system of accreditation of higher education schools, including
those whose mission is teacher education, as well as of in-service teacher
education providers and activities is being implemented in Poland.

The area of quality analysis and assurance in the field of teacher
education is one that will receive further attention in Ireland.

2. Initial teacher/trainer education

Bologna degree structure

>

The implementation of the Decree on the Structure of Higher
Education, in the context of the Bologna Process, will start from academic
year 2004-2005 in both the Flemish and the French Communities of
Belgium; the former structure will be replaced by a Bachelor/Master
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>

structure for all disciplines, including teacher education: the programmes
preparing the pre-, primary- and lower secondary school teachers are
awarding a bachelor degree; those preparing upper secondary school
teachers, a master degree.

In Sweden a ministerial working group has proposed a new general degree
structure for higher education. The teaching degree is still a professional
degree awarded between 210ECTS(bachelor level) and 310 ECTS (master
level). A new Government Bill in March 2005 will propose the
introduction of changes from 2007.

The Norwegian higher education degree structure will be Bachelor
(3 years)+ Master (2 years)+ PHD (3 years). Teacher education is offered
both at university (five years master) and at state university colleges
(bachelor + one year) for general teacher education. In this case, the fourth
year can be either at lower level or a module in a master degree, which
student can complete later (LLL).

From the same academic year the implementation of the new
Bachelor/Master degree structure in teacher education also starts in Poland.

Romania’s Ministry of Education has designed and proposed for
Parliamentary approval a law dedicated to the Bologna Process application
in higher education and also in teacher education.

The reform of teacher education induced by the Bologna Process
is also under consideration in Latvia.

Mobility

>

The Norwegian government has decided that each student is entitled to a
period of study abroad as an integrated part of his/her Norwegian higher
education degree programme. It is the responsibility of the Norwegian
higher education institutions to arrange for these stays abroad. The
institutions receive approximately Euro 700 per incoming and outgoing
exchange student Teacher education is also a part of this system

Alternative pathways

>

In order to attract highly motivated teaching personnel that in
normal circumstances would be discouraged by lengthy extra studies, the
Flemish Community of Belgium is currently financing a project in
validation of prior learning in teacher education; thus, students with
qualifications or work experience in other relevant fields ( social work,
psychological studies, child care) have the opportunity to obtain a bachelor
degree in primary school teacher education in a significantly shorter time
than that usually required.

A new education programme to enable those working in schools without a
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full teaching qualification has started in 2002. The programme which runs
until 2006 will enable 4000 people to complete their earlier education to
teaching degree level. The course comprises half time school-based work
completed by following a normal teacher education programme in a
teacher education institution.

> In Norway, since autumn 2001 persons aged 25 and above,
without upper secondary education, may apply for university education.
Based on the applicants’ non-formal learning, the university or university
college in question will determine whether applicants are qualified to enter
a relevant course. Because of this, very many older students have started
teachers’ programmes in Norway in recent years.

3. Continuous professional development

e Mentored induction

> A national pilot project on mentored induction for teachers has
been underway in Ireland for the best part of two years. It is an action-
research project organised under the two distinct strands of primary and
post-primary level education and aimed at the identification of best practice
towards the development of a national induction programme in this
important area of the teacher education continuum.

*  Ongoing phases of continuing professional development

> Much of the continuous professional development of primary
teachers in Ireland is associated with the recently revised national
curriculum and includes in-service training and support for teachers in the
implementation of the new curriculum, as well as support at a whole-school
level for curriculum planning and implementation

> The Flemish Community of Belgium is currently financing extra
in-service education related to the competencies to which the initial
education so far did not give enough attention, as the above mentioned
survey showed; the French Community is supporting similar initiatives for
updating teacher educators.

> In the Czech Republic it is compulsory for all types of schools to
have a long-term plan for continuous professional development of teachers.

> In England, there is an intention by Government to introduce and
fund an entitlement to Continuous Professional Development (CPD) for
VET teachers/trainers and some discussion as to whether to make CPD
voluntary or mandatory. There is to be a key role for the new (late 2004)
Life-Long Learning Sector Skills Council linking employers’ and VET
teachers’ professional needs when developing programmes for CPD.




ANNEX |

List of experts participating in Group A

"Objective 1.1: Improving the education of teachers and
trainers”

EUR 25

Belgique/Belgium (fr)

Mr Yvan Lepage
Conseil de I'Education et de la Formation

Ministére de la Communauté Francaise de

Belgique
Blvd. Léopold II, no. 44
B - 1080 Bruxelles

Tel.: 32-2-413 36 16
Fax: 32-2-41327 11
E-mail: yvan.lepage@cfwb.be

Belgique/Belgium (fr) (substitute for Mr
Lepage)

Ms Aline Bingen

Cabinet de la Ministre de I'Enseignement
Supérieur et de la Recherche Scientifique de la
Communauté Frangaise de Belgique

Avenue Louise 65 bt.9

B - 1050 Bruxelles

Tel.: 32-2-553 71 58
Fax: 32-2-553 71 98
E-mail: aline.bingen@cfwb.be

Belgié/Belgium (nl

Ms Marie-Anne Persoons

Ministry of the Flemish Community
Hendrik Consciencegebouw
Koning Albert I1I-laan 15

B - 1210 Brussel

Tel.: 32-2-553 98 09

Fax: 32-2-533 98 45

E-mail:
marieanne.persoons@ond.vlaanderen.be

Belgien/Belgium (de)

Herr Inspector Georges Heck
Ministerium der Deutschsprachigen
Gemeinschaft

Abtlg. Unterrichtswesen

Gospert 1-5

B - 4700 Eupen

Tel.: 32-87-59 63 00
Fax: 32-87-55 64 75
E-mail: georges.heck@dgov.be

Until May 2004

Ceska republika/Czech Republic

Mr Karel Vasta

Ministry of Education, Youth and Sports
Department 25

Karmelitska 7

CZ - 118 12 Praha 1

Tel.: 420-257-193 538
Fax: 420257 193 172

E-mail: vasta@msmt.cz

Danmark/Denmark

Mr Ole Breinholdt
Rector

CVU Jelling
Vejlevej 2

DK - 7300 Jelling

Tel.: 45-7680-1300
Fax: 45-7680-1350
E-mail: ole.breinholdt@cvujelling.dk
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Ceska republika/Czech Republic (from
12/05/04)

Ms Lenka Burdikova

Head of the Teachers Career Development Unit
Ministry of Education,Y outh and Sport
Karmelitska 7

CZ - 118 12 Prague 1

Tel.: 420-257-193 538
Fax: 420257 193 716
E-mail: lenka.burdikova@msmt.cz

Deutschland/Germany

Herr Regierungsrat z.A. Hendrik Vogt
Bundesministerium fiir Bildung und Forschung
Friedrichstrasse 130 B

D-10117 Berlin

Tel.: +49 1888 57-51 78
Fax: +49 1888 57- 8 51 78

E-mail: hendrik.vogt@bmbf.bund.de

Deutschland/Germany (substitute for Mr
Leskien)

Frau Oberregierungsritin Susanne Madders
Permanent Representation of Germany

to the European Union

19-21, rue Jacques Lalaing

B - 1040 Brussels

Tel.: 32-2-23 81-951
Fax: 32-2-23.81-904
E-mail: susanne.madders@auswaertiges-amt.de

Deutschland/Germany

Herr Ministerialrat Michael Kriiger
Hessisches Kultusministerium
Luisenplatz 10

D - 65185 Wiesbaden

Tel.: 49-611-368-26 20
Fax: 49-611-368-20 99
E-mail: m.krueger@hkm.hessen.de

Deutschland/Germany (substitute for Mr
Kriiger)

Frau Inge Heckwolf
Hessisches Kultusministerium
Luisenplatz 10

D - 65185 Wiesbaden

Tel.: 49-611-368-2627
Fax: 49-611-368-2099
E-mail: i.heckwolf@hkm.hessen.de

Eesti/Estonia

Ms Heli Mattisen

Vice-Rector for Academic Affairs
Tallinn Pedagogical University (TPU)
Narva mnt. 25

EE - 10120 Tallinn

Tel.: 372-640 91 04
Fax: 372-660 57 68

E-mail: mattisen@tpu.ee

Until June 04

EALdoa (Ellada)/Greece

Prof. Nikitas Patiniotis

Director

University of Patras

Laboratory of Sociology and Education
GR — 265 00 Patras

Tel.: 30-2610-997 614 /- 997 715
Fax: 30-2610-993 474

E-mail: patiniot@upatras.gr (Patras)
E-mail: patiniot@otenet.gr (Athens)
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Elaoa (Ellada)/Greece (from 26/06/04)

Ms Evi Makri-Botsari

Vice President

Pedagogical Institute

Department of Training and Evaluation
402 Messogeion Ave.

Agia Paraskevi

GR - 15341 Athens

Tel.: 30-210-
Fax: 30-210-
E-mail: botsaris@otenet.gr

Copy to: Ms Kalomoira Petriti, Ministry of
Education
E-mail: euhead@ypepth.gr

EMLGdo (Ellada)/Greece (substitute Ms
Botsari) (from June 2004)

Ms Christina Argyropoulou
Pedagogical Institute

396 Messogeion Ave.

Agia Paraskevi

GR - 15341 Athens

Tel.: 30-210-600 10 01
Fax: 30-210-600 10 01
E-mail: xargyro@otenet.gr

Copy to: Ms Kalomoira Petriti, Ministry of Education

E-mail: euhead@ypepth.gr

Espaiia/Spain

to be newly nominated

copy to:
1. Mr Isidoro Gonzalez Gallego
E-mail: isidoro.gonzalez@educ.mec.es

2.  Ms Paz Soler Villalobos
E-mail: maripaz.soler@educ.mec.es

Until June 2004

Espaiia/Spain

Mr Fernando Blanco Lorente

Head of the Teacher Training Department
University of Zaragoza

Instituto de Ciencia de la Educacion
Pedro Cerbuna, 12

E- 50009 Zaragoza

Tel.: 34-97 67 61 347
Fax : 34-97 67 61 345
E-mail : flanco@unizar.es

France

Ms Isabelle Robin

Direction de I'Enseignement superieur
Bureau de la Formation initiale des
enseignants

110, rue Grenelle

F - 75007 Paris 07 SP

Tel.: 33-1-55 55 64 31
Fax: 33-1-5555 62 56
E-mail: isabelle.robin@education.gouv.fr

Ireland

Mr Martin Lally

Inspector

Department of Education and Science
1A, South Mall

IE - Cork

Tel.: 353-21-4906022
Fax: 353-
E-mail: martin_lally@education.gov.ie
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Italia/Italy

Prof.ssa Giovanna Maria Occhipinti
Dirigente Tecnico

D.G. per gli Ordinamenti Scolastici
Ministero Istruzione, Universita e Ricerca
Viale Trastevere 76

1-00153 Roma

Tel.: 390 658 59 22 38
Fax: 390 658 49 32 36
E-mail: giovanna.occhipinti@jistruzione.it

Italia/Italy (substitute for Ms Occhipinti)

Ms Nicoletta Biferale
MIUR - DG Formazione
Via M. Carcani, 61
1-00152 Roma

Tel.: 390 658 49 52 12
Fax: 390 658 49 52 13
E-mail: nicoletta.biferale@jistruzione.it

Italia/Italy

Dr.ssa Simonetta Fichelli

Ministero Istruzione, Universita e Ricerca
DG Formazione e Aggiornamento

Viale Trastevere, 76 a

I-00185 Roma

Tel.: 390 658495212
Fax: 390 658495196
E-mail: carlomonti2002@]libero.it

Kvnpog (Kypros)/Cyprus

Ms Mary Koutselini
University of Cyprus
Department of Education
P.O. Box 20537

CY - 1678 Nicosia

Tel.: 357 22- 753732 /318661 / 99689637
Fax: 357 22 318269
E-mail: edmaryk@ucy.ac.cy

Latvija/Latvia

Ms Inta Vadone

Ministry of Education and Science

Vocational and Continuing Education Department,
Vocational Education Development Division,
Minister’s Advisor

Valnu iela 2

LV-1050 Riga

Tel.: +371-7047827
Fax: +371-7229627
E-mail: inta.vadone@jizm.gov.lv

Latvija/Latvia (substitute forMs Vadone)

Ms Arija Berzina

Ministry of Education and Science
General Education Department

Head of the Education Workers Division
Valnu iela 2

LV-1050 Riga

Tel.: +371-7047945
Fax: +371-7047925
E-mail: arija.berzina@izm.gov.lv

(from April 2004)

Lietuva/Lithuania

Mr Mindaugas Briedis
Head of Teacher training and In-service training

division

Ministry of Education
A. Volano 2/7
LT-2691 Vilnius

Tel.: +370 5274 31 64
Fax: +370 5261 20 77
E-mail: mindaugas.briedis@smm.lt

Luxembourg

Mr Jean-Claude Fandel

Professeur chargé de mission aupres de la
Coordination générale du Ministere de
I'Education nationale, de la Formation
professionelle et des Sports

29, rue Aldringen

L - 2926 Luxembourg

Tel.: 352-478 5917
Fax: 352 478 5146

E-mail: jefandel@men.lu
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Luxembourg (substitute for Mr Fandel)

Mr Michel Lanners

Directeur du SCRIPT

Ministére de 1'Education nationale, de la
Formation professionelle et des Sports
29, rue Aldringen

L - 2926 Luxembourg

Tel.: 352-478 5191
Fax: 352-478 5137

E-mail: lanners@men.lu

Until February 2004

Magvarorszag/Hungary

Dr. Terézia Reisz

Pécsi Tudomanyegyetem Tanarkepzo Intezet
Infjusaag utja 6

HU-7621 Pécs

Tel: 36-72-213-417
Fax: 36-72-213-417
E-mail: reizt@freemail.hu

reisz@tki.pte.hu

Magvarorszag/Hungary (from Feb 2004)

Ms Nora Milotay

Ministry of Education

Department for EU Co-ordination and Planning
Szalay u. 10-14

H -1055 Budapest

Tel.: 36-1-473-7285
Fax: 36-1-
E-mail: nora.milotay@om.hu

Magvarorszag/Hungary (from Feb 2004)
(substitute for Ms Milotay)

Ms Maria Nagy

Orszagos Kozortatasi Intézet
Dorottya u.8

H - 1051 Budapest

Tel.: 36-1-318-6290
Fax: 36-1-266-9185

E-mail: nagym@oki.hu

Malta

Prof. Dr. Ronald G. Sultana

Director

Euro-Mediterranean Centre for Educational
Research

University of Malta

MALTA - Msida MSD 06

Tel.: 356-23402936
Fax: 356 21 336450
E-mail: ronald.sultana@um.edu.mt

Until Dec 2003

Nederland/The Netherlands

Ms Febe Jansen-Oliemans

Ministerie van Onderwijs, Cultuur en
Wetenschap

Directie Hoger Beroepsonderwijs — kamer E 513
Postbus 25000

NL - 2700 LZ Zoetermeer

Tel.: 31-79-323 29 26 (4074)
Fax: 31-79-323 2075
E-mail: f.jansen@minocw.nl
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Nederland/The Netherlands (from Jan.

2004)

Mr Nico Habermehl

Ministerie van Onderwijs, Cultuur en
Wetenschap

Directie Arbeitsmarkt en
Personeelsbeleid/TPC2100

Afdeling OKP; Kamer 07.022
Postbus 16375

NL - 2500 BJ Den Haag

Tel.: 31-70-412 48 81
Fax: 31-70 -
E-mail: n.d.b.habermehl@minocw.nl

Nederland/The Netherlands
(substitute for Mr Habermehl)

Mr Yme Jonker

Ministerie van Onderwijs, Cultuur en
Wetenschappen

Directie Beroepsonderwijs en
Volwasseneneducatie

Kamer G 518

Postbus 25000

NL - 2700 LD Zoetermeer

Tel.: 31-79-323 3137 (4924)
Fax: 31-79-323 4192
E-mail: y.jonker@minocw.nl

Osterreich/Austria

Herr Prof. Dr. Michael Schratz
Universitit Innsbruck

Institut fiir Lehrer/innenbildung und
Schulforschung
Leopold-Franzens-Universitédt Innsbruck
Innrain 52

A - 6020 Innsbruck

Tel.: 43-512-507 4650
Fax: 43-512-507-2815
E-mail: michael.schratz@uibk.ac.at

Until September 2004

Osterreich/Austria

Frau Mag. Elisabeth Altrichter
Abteilungsleiter-Stv.
Bildungspolitik
Wirtschaftskamer Osterreich
Wiedner Hauptstrasse 63

A - 1045 Wien

Tel.: 43-1-50105-4087
Fax: 43-1-501-05-261
E-mail: elisabeth.altrichter@wko.at

Osterreich/Austria

Herr Mag. Thomas Mayr

Ibw — Institut fiir Bildungsforschung der
Wirtschaft

Rainergasse 38

A - 1050 Wien

Tel.: 43-1-5451671.53
Fax: 43-1-545 1671.22

E-mail: mayr@ibw.at

Polska/Poland

Ms Maria Gorzelak

National In-Service Teacher Training Centre

Aleje Ujazdowskie 28
PL - 00-478 Warsaw

Tel.: 48-22-622 33 46
Fax: 48-22-622 3346 /621 30 31
E-mail: jows@codn.edu.pl

Polska/Poland (substitute forMs Gorzelak)

Ms Malgorzata Multanska
In-service Teacher Training Centre
Aleje Ujazdowskie 28

PL - 00-478 Warsaw

Tel.: 48-22 622 33 46
Fax: see phone
E-mail: multa@codn.edu.pl
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Until March 2004

Portugal

Dra. Ana Paula Curado

Direcgao-Geral dos Recursos Humandos da
Educagao

Av. 24 de Julho, 142, 2°

P-1399-024 Lisboa

Tel: 351-21-393 8631
Fax 351-21-397 0310
E-mail acurado@dgae.min-educ.pt

Portugal

to be newly nominated

Slovenija/Slovenia

Ms Cveta Razdevsek-Pucko
Faculty of Education
University of Ljubljana
Kardelja pl. 16

SLO - 1000 Ljubljana

Tel.: 386-1-5892 200/386-1-5892 310
Fax. 386-1-5892 233
E-mail: cveta.pucko@uni-lj.si

Slovenija/Slovenia
(substitute forMs Razdevsek-Pucko)

Ms Alenka TaStanoska
Counsellor of the Government
Ministry of Education, Science and Sport

Zupanciceva 6
SLO - 1000 Ljubljana

Tel.: 386-1-478 5390
Fax: 386-1-478 5669
E-mail: alenka.tastanoska@gov.si

Until June 2004

Slovensko /Slovakia

Ms Anna Hlavnova
University of Zilina
Hurbanova 15

SK- 010 26 Zilina

Tel: 421 41 5643 515
Fax: 421 41 5643 085
E-mail anna.hlavnova@fpv.utc.sk

Slovensko/Slovakia (from June 2004)

Mr Milos Novak

Pedagogy Centre

Horna 97

SK - 975 46 Banska Bystrica

Tel.: 42-48-433 31 39
Fax: 42-48-433 32 33

E-mail: novak@mcbb.sk

Slovensko /Slovakia (from April 2003)

Ms Jarmila Tothova
Pedagogy Centre
Tomasikova 4

P.O.Box 14

SK - 820 09 Bratislava 29

Tel.: 421-2 4820 9413
Fax: 421 2 4333 5946
E-mail: tothova@mctba.sk
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Suomi/Finland

Prof. Jouni Vilijarvi

Institute for Educational Research
P.O. Box 35

FIN - 40014 University of Jyvéskylad

Tel.: 358 14 260 3202
Fax: 358 14 260 3201
E-mail: jouni.valijarvi@ktl.jyu.fi

Suomi/Finland (substitute for Prof. Vilijcrvi)

Ms Kiristiina Volmari

Senior Advisor

National Board of Education
Hakaniemenkatu 2
FIN-00530 Helsinki

Tel.: 358-9-77 47 77 64
Fax: 358-9-77 47 78 69
E-mail: kristiina.volmari@oph.fi

Sverige/Sweden

Ms Myrna Smitt

Deputy Director for Higher Education
Ministry of Education and Science
Department for Higher Education

S - 103 33 Stockholm

Tel.: 46-8-405 21 81
Fax: 46-8-723 17 52
E-Mail: myrna.smitt@education.ministry.se

Until July 2004

United Kingdom

Mr Keith Brumfitt
Teacher Training Agency
Portland House

Stag Place, Victoria

UK - SWIE 5TT London

Tel. : 44-20-7023 8119
Fax: 44-20-7834 53 15
E-mail: brumfittk@teach-tta.gov.uk

United Kingdom (from November 2004)

Ms Jacquie Nunn

Director of ITT Support Group
Teacher Training Agency
Portland House

Stag Place, Victoria

UK - SWIE 5TT London

Tel.: 44 20 7023 8037
Fax: 44 20 7023 8589
E-Mail: nunnj@teach-tta.gov.uk

United Kingdom

Mr Ken Marsh

School of PCET

University of Greenwich
Queen Anne Building
Greenwich Maritime University
Campus

30 Park Row

UK - SE10 9LS London

Tel.: 44-20-8331 9348
Fax:
E-mail: K.G.Marsh@gre.ac.uk

United Kingdom (substitute for Mr Marsh)

Mr Edwin Webb

Head of Department for Post-Compulsory
Education and Training (PCET)
University of Greenwich

Park Row

UK - SE10 9LS London

Tel.: 44 208 331 9742
Fax: 44 208 331 9235
E-Mail: E.Webb@gre.ac.uk

Candidate countries
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Boarapus (Balgarija)/Bulgaria

Mr Dinko Neykov
Chief expert
Ministry of Education and Science

priv.?: Sveta Troitsa, bl. 370, entr. 2, ap. 34
BG - 1309 Sofia

Tel.:
Fax:
E-Mail: d.neykov(@minedu.government.bg

Roménia/Romania

Prof. Dr. Romita Tucu
Vice-Rector

University of Bucharest

36-46 Mihail Kogalniceanu Blvd.
RO-050107 Bucharest

Tel.: 40 21 307 73 00
Fax: 402131317 60

E-mail: iucu@unibuc.ro

Tiirkive/Turkey

Ms Fatma Nurhan Baykal

Ministry of National Education of Turkey
General Directorate of Foreign Relations
EU Section Director

Milli Egitim Bakanligi

6. Kat C Blok

TR - 06648 Bakanliklar / ANKARA

Tel.: 90 312413 17 06

Fax: 90312 418 82 89

E-mail: disisab@meb.gov.tr
fnbaykal@meb.gov.tr

EFTA

Island/Iceland

Mr Olafur H. Johannsson
Iceland University of Education
Stakkahlid

IS - 105 Reykjavik

Tel.: 354-563 38 00/23
Fax: 354-563 38 33

E-mail: ohj@khi.is

Island/Iceland (substitute for Mr Johannsson)

Ms Thora Magnusdottir

Counsellor (Education, Science and Culture)
Icelandic Mission to the EU

Rue de Treves 74

B-1040 Brussels

Tel.: +32-2-286 1786
Fax: +32-2-286 1770

E-mail: thora.magnusdottir@utn.stjr.is
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Liechtenstein

not yet nominated

Norge/Norway

Mr Frode Hauge

Advisor

Ministry of Education and Research
Box 8119 Dep

N - 0032 Oslo

Tel.: 47-22-24 77 65
Fax: 47-22-24 27 33

E-mail: th@ufd.dep.no

Stakeholders

CEEP

(European Centre of Enterprises with Public
Participation and Enterprises with General
Economic Interest)

Mr Graham Lane
(CEEP)

110 Humberstone Road
UK - London E13 9NJ

Tel.: 44 208 430 3414
Fax: 44 208 430 3491
E-mail: graham.lane2@btinternet.com

copy to:
Jeanne Schmitt, UNICE: js@unice.be

EAEA
(European Association for the Education of Adults)

Ms Ellinor Haase
General Secretary EAEA
rue Liedts 27

B-1030 Brussels

Tel. 32-2-513 5205
Fax: 32-2-513 5734
E-mail: ellinor.haase(@eaea.org

copy to:

eaea-main @eaea.org

EAEA (Substitute Ms Haase)
(European Association for the Education of Adults)

Ms Roma Juozaitiene

Lithuanian Association of Adults Education
Gelezinio Vilko,12-432

LT-2600 VILNIUS

Tel: +370 5261 90 31
Fax: +370 523123 09
E-mail: Issavilnius@takas.lt
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Until May 2004
ENTEP

(European Network on Teacher Education
Policies)

Dr Sarantos Psycharis

ENTEP Coordinator

Ministry of National Education and Religious
Affairs

GR-10185 ATHENS

Tel.: 00 32 10 3232500
Fax: 00 32 10 323 93 86

E-mail: psy@ypepth.gr

ENTEP (from May 2004)
(European Network on Teacher Education
Policies)

Mag. Dr. Otmar Gassner

AV Pidagogische Hochschule Vorarlberg
Liechtensteinerstr.33

A-6800 Feldkirch

Tel.: +43 5522 73659 125
Fax: +43 5522 73659 140
E-mail: ogassner.entep@yvol.at

EPA
(European Parents' Association)

Ms Solveig Gaarsmand
Skovvej 4
DK-5330 Munkebo

Tel.: 45-6597-6248 / 45-23 436 875
Fax: 45-6597-6220
E-mail: solveig@gaarsmand.dk

copy to:
Manuela Jordant, EPA: manuela.jordant@epa.be

ESHA
(European Secondary Heads' Association)

Ms Kate Griffin

207 Nelson Road
Whitton

UK-Middlesex TW2 7BB

Tel.: 44-20-82 41 29 41

Fax: see above

E-mail: kategriffin@greenfordhighschool.co.uk
ng003c4459@blueyonder.co.uk

ETUCE
(European Trade Union Committee for Education)

Mr Ulf Fredriksson
Mid Sweden University, UTV
S - 871 88 Harndsand

Tel.: 46 611 860 83
Fax:
E-mail: ulf.fredriksson@mh.se

copy to:
ETUCE General Secretariat:

Mr Martin Remer

European Trade Union Committee for Education
Boulevard du Roi Albert IT 5 (8th floor) - B-1210 Brussels
Tel. +322224.06 91 /92

Fax: +32 2224 06 94

E-mail : secretariat@csee-etuce.org
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EVTA (* alternate members)
(European Vocational Training Association)

Mr Christian Thierens*
VDAB Spoor 21
Keizerslaan 11

B-1000 Brussels

Tel.: 32-52-259148
Fax: 32-52-259106
E-mail: cthieren@yvdab.be

Ms Anna Zachrisson*
LERNIA AB
Klarabergsviadukten 90 D
S-111 91 Stockholm

Tel.: 46-8-701 65 69 / 46-70 39 77 081
Fax: 46-411 00 93
E-mail: anna.zachrisson@lernia.se

Until June 2004

TNTEE
(Thematic Network on Teacher Education in
Europe)

Prof. Daniel Kallos
Skolgatan 71 A
S-903 30 Umea

Tel. : 46-90-141617

TNTEE
(Thematic Network on Teacher Education in Europe)

to be newly nominated

Fax.:
E-mail : daniel.kallos@educ.umu.se
Cedefop / Eurydice
CEDEFOP CEDEFOP (substitute for Ms Brugia)
Ms Mara Brugia Ms Anne de Bligniéres
Cedefop Université de Paris Dauphine
PO Box 22427 Place du Maréchal de Lattre de Tasigny

GR - 55102 Thessaloniki

Tel.: 30-2310-490.125
Fax: 30-2310-490.102
E-mail: mb@cedefop.eu.int

F-75775 Paris Cedex 16

Tel.: 33 144 05 44 35
Fax: 33144 054125
E-mail: international@dep.dauphine.fr

Until September 2004

EURYDICE

Ms Misia Coghlan
Eurydice European Unit
Avenue Louise, 240
B-1050 Bruxelles

Tel : + 32-2-600.53.58
Fax: +32-2-600.53.63
Email: misia.coghlan@eurydice.org

EURYDICE (from September 2004)

Ms Bernadette Forsthuber
Eurydice European Unit
Avenue Louise, 240
B-1050 Bruxelles

Tel : + 32-2-600.53.58
Fax: +32-2-600.53.63
Email:

bernadette.forsthuber@eurydice.org

Academic Expert

38



Until 31 July 2004

Prof. Bartolo Campos
Rua Padre Rebelo da Costa, 19
PT-4250-393 Porto

Tel :+351-22-831-2542
Fax::

E-Mail: bpcampos@mail.telepac.pt

European Commission

European Commission

Mr David Coyne

Director

European Commission

DG Education and Culture, Dir. A
B-7, 7/65

B-1049 Brussels

Tel.: 32-2-29.55741
Fax: 32-2-29.69592
E-mail: david.coyne@cec.eu.int

European Commission

Mr Bertrand Delpeuch

Head of Unit

European Commission

DG Education and Culture, Dir. A, Unit 3
B-7, 7/48

B-1049 Brussels

Tel.: 32-2-29.68711
Fax: 32-2-29.68602
E-mail: bertrand.delpeuch@cec.eu.int
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ANNEX I
WG1.1/09/002003

Sub-Group of Group A-Improving the Education of Teachers and Trainers
Supporting the professionalism of teachers and trainers

Draft strategic paper for discussion by plenary meeting of Group A (Improving the Education of

Teachers and Trainers) on 7-8 July

Section 1: Introduction

1.

The joint interim report for Education and Training 2010' highlights the central role of
teachers and trainers in ensuring the success of the reforms which are necessary if European
countries are to achieve the objectives set for education and training in the lead-up to 2010.
Their motivation and quality are key elements in ensuring the success of reforms. The current
demographic profile of primary and secondary teachers in Europe will require the recruitment
and training of over a million teachers by 2015. These twin factors provide the context within
which our reflection on how we need to support teacher professionalism in Europe should take
place.

Two challenges are posed, namely,

The need to regenerate and make the teacher/trainer profession more attractive by attracting
the best talent though attractive working conditions and adequate career structure and
development

The need for high quality continuing professional development in order to prepare teachers
for their changing roles in the knowledge-based society and in transforming education and
training systems.

The Interim Report stressed that the development of a common European framework for the
recognition of competences and qualifications, the removal of obstacles and provision of
support to mobility, beyond what is available in the Community programmes, are key areas
where the pace of reform should be accelerated in meeting the Lisbon objectives. A common
fFramework can contribute to the development of the quality teacher and trainer professional
development in Europe.

The European dimension of teacher and trainer education is a key underlying concept in the
reflection on how to improve the quality of teacher education and ensure that European
education systems are capable of implementing the reforms required by the knowledge
society. It is a dimension which should be seen in the widest geographical terms and be
characterised by openness to heterogeneity and other cultures.

While teachers and trainers are the focus of our work in Group A it is essential to remember
that pupils’/trainees’ learning is at the heart of the Education and Training 2010 process.
Ensuring that young people are suitably prepared to continue their learning and to be fully
participating members of society underscore the emphasis on education and training in the
follow-up of the Lisbon process. In addressing the question of supporting professionalism the
approach has been inclusive of teachers and trainers as both roles are important in the process
of lifelong learning.

1

Education and Training 2010 - The Success of the Lisbon Strategy hinges on Urgent Reforms 6905/04 Educ
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6. This paper concludes with a number of messages to policy makers about what needs to be
done in order to ensure that the Joint Interim Report recommendations on the importance of
initial teacher education and continuing professional development throughout the continuum
of the teacher career are implemented. A final section suggests next steps for taking forward
this work.

Section 2: Teachers and Trainers in a Lifelong learning perspective

1.

A discussion on teaching and training will necessarily address the large variety of roles within each
system which contribute to quality. However, for the purposes of its discussion the working group
has focused on those whose primary activity is in teaching or training and whose professional
development can be enhanced by the existence of a common reference framework and the
opportunity for mobility.

Teacher and trainer education should be seen within the context of policies developed within a
Lifelong Learning framework and integrate the experience of the work carried out within under the
Bologna and Copenhagen processes. This reflection should also be informed of the need to
integrate the work undertaken in the Lisbon follow-up with that undertaken in the follow-up of the
Bologna and Copenhagen processes.

. The added-value which comes from addressing the needs of teacher and trainer education at a

European level provides the strength of the process. The work on examining collectively how we
address some of the key issues in education and training contributes to the mutual trust between
systems which provides a cornerstone for progress in achieving the targets set by the Lisbon
agenda. There are four substantive subjects which shape this reflection:

Common framework for qualifications and competencies: expectations, scope, content and possible
models

The implications of the Bologna process for initial teacher education

Promoting the continuous professional development of teachers throughout the continuum of initial
education, induction and inservice education

Developing a culture of mobility: content and recognition issues

Collectively these subjects provide a blueprint for ensuring that pupils in schools, young people
undergoing training, and adult learners will have the benefit of a high quality learning experience
supported by professionals capable of conceptualising and structuring their responses to learners
needs in an evolving knowledge society. A society which is not only predicated on the economic
and social needs but which is centred on values of openness, tolerance and respect for difference.

Section 3: Supporting porofessionalism

a) Common framework for qualifications and competencies: expectations, scope, content

and possible models

Background

1.

The joint interim report asked for both “the development of common European references and
principles which could support national policies” (2.2.3) and “the need for a European
qualifications framework™ (2.3.1).
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2. It makes clear that “a framework of this kind in Europe should naturally be based on the national
frameworks which themselves must be coherent and cover higher education and vocational
education and training. The necessary mutual trust can only stem from quality assurance
instruments which are appropriately compatible and creditable so that they can be mutually
validated.” The interim report establishes that “common references and principles... contribute to
mutual trust between the key players and encourage reform.”

Scope

3. One of the first decisions concerns the breadth of any fFramework. While it is possible to include
everyone who works in an education and/or training role, it may be wiser to set limits. Decisions
will need to be made over whether the Frameworkframework includes:

¢ all those following initial teacher training programmes;

¢ serving qualified teachers ;

¢ school support staff;

* unqualified teachers;

e staff working in pre-school settings;

* headteachers;

* lecturers working in the higher education and university sector;

* trainers whose main role involves working in a publicly-funded training role;
e private sector trainers working in industry, commerce etc.

4. The fFramework could also cover formal and informal training and learning, rather than just
including qualifications. If the informal sector and trainers in the private sector are included the
task is considerably enhanced and there will be a greater need for quality assurance to be
addressed.

5. It is suggested that the Frameworkframework exclude lecturers in the higher education and
university sector as their work will be covered by the Bologna and Tuning processes. Following
earlier discussions it is also suggested that private sector trainers (who work in industry) should not
be included.

Purposes
6. For a fFramework to be effective it is necessary to set out its purposes, partly to guide development
but also to aid implementation. The purposes of any FrameworkFramework could be to:

* promote the quality of teacher education in Europe

* provide greater transparency between national systems;

* develop greater mutual trust;

» facilitate the mobility of more teachers, trainers and trainee teachers;

* make it easier for national frameworks to recognise training and learning in other European
countries;

¢ help officials design and evaluate their own national framework;

e provide an alternative view, hopefully based on good practice, for national officials to
consider.

7. A number of models can be developed to meet the above purposes. In each of these models there is
a debate to be had regarding what is best undertaken at national as opposed to European level. The
Working Group has seen its task as the suggestion of a framework which both allows Member
States to make their own decisions, and provides an opportunity for systems to converge where this
is appropriate.
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Framework models

8.

In considering how the fFramework could operate, it is worth considering some conceptual models.
The following paragraphs set out how the fFramework could be devised with some pros and cons
of different models. In each case the models discussed are based on outcomes rather than inputs or
processes. This reflects the need to respect subsidiarity and provide as much autonomy as possible.

The framework could act as an umbrella under which each European system could be located. This
has the advantage of encompassing existing systems and approaches but is unlikely to provide any
pressure or incentives for individual countries to change their approach.

10.The framework could consist of a core plus options approach. In this model the Council framework

sets out a list of things that should be in every country’s system, plus a list of things that would be
desirable. Depending on the size of the core, this model could be developed through consensus
with the developmental process as a key means of promoting mutual recognition and trust. The
model encourages convergence while allowing individual countries the autonomy to develop their
own approach.

11.The framework could consist of a specification setting out what should be included in any national

system. This type of specification would not say how issues should be addressed thereby allowing
individual countries to develop their own system e.g. the specification could include who is it
aimed at, the quality assurance approach, the length of time the framework lasts etc. While each
country would be asked to address each issue within the specification, there would be no central
prescription about how they are addressed.

12.The framework could be a set of guidelines based on current good practice. These guidelines would

be developed at European level and individual countries would be invited to sign-up to their
implementation. This system would be slow to develop and its impact may be limited due to the
need to gain consensus on what is good practice.

13.The framework could be a set of expectations which countries are asked to adopt. Developed at

European level these expectations would set out what individual countries would need to do to
have their system recognised by the European framework. This approach could be seen as
enhancing national systems as those within the Common European Framework will have had their
system externally scrutinised. There could be some confusion with this model as the status of the
expectations may not be clear and some countries may feel that the Council is imposing a new
system.

Content of a framework
14.0nce the model of the fFramework has been discussed, its content should be considered:

e.g.

* outcomes of training programme;

* the context of any training;

* the length and level of any training;

* which organisation delivered or validated the training;

» the internal and external quality assurance processes associated with the outcomes of learning;
*  whether the training was informal or formal, and led to qualifications or credit;

*  whether training was compulsory or voluntary.

15.The impact of the fFramework will need to be considered, as this may affect the recommendations

from Group A. If the impact is seen as bureaucratic there may be resistance from Member States to
modify or enhance their existing approach. For a fFramework to be successful it should build on
the strengths of existing systems, provide opportunities for Member States to learn from each other,
and add value to what could be delivered at national level.
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16.The implementation of the fFramework is also important. If implementation is difficult, perhaps

b)

6.

3.

because national policy development takes no account of a European perspective, it may be helpful
to recommend timescales for a staged implementation or suggest two or more levels of
‘compliance’ with the FrameworkFramework.

Implications of Bologna Process for teacher education

. Here we examine some of the issues which are important in addressing the place of initial teacher

education within the European higher education area. The quality of teaching over the career-span
is considerably enhanced by the quality of initial teacher education. In the vast majority of
European countries initial teacher education takes place within higher education institutions. It is
therefore necessary to give greater consideration to the place of teacher education within the
European higher education area and the Bologna process, particularly in relation to issues of such
as the implications of the proposed degree structure, and the content and European dimension of
initial teacher education programmes.

. Specific requirements of initial teacher education programmes

Initial teacher education programmes should be determined by content needs, and the need to
address effectively the competencies required by teachers during the stages of initial, induction,
early professional life and continued professional development.

. There is a tendency in many European countries to move towards a model of unified initial teacher

education programme which encompasses integrated practice components. Such a model enables
us to emphasize the professional character of teacher education and to reflect on its development
within the Bologna process on the same basis as for other professional

programmes (medicine, engineering etc).

. Increasing comparability

In order to achieve transparency, comparability and some convergence within the field of tTeacher
eEducation as a part of the European Higher Education Area future work is needed at a European
level towards achieving a higher degree of comparability between tTeacher eEducation
pProgrammes. More work is necessary in order to identify distinct teacher categories and identify
similarities and differences in regard to their education. Such work has only begun, e.g. within the
second phase of the Tuning Project. However the adoption of a system of easily readable and
comparable degrees requires further similar work.

Research-based teacher education

The potential of research to contribute to the quality of teacher education should also be strengthened.
The second pillar of the knowledge based society- The

7.

European Research Area should also include tTeacher eEducation.

4. Continuous professional development

8.

It is important to identify those parts of continuous professional development that belong to the
European Higher Education Area:. sSpecialisation? cCareer development? dDoctoral programmes?
What parts (areas) of education after the initial programme could (should) be formalized and
adapted to the two (three) cycle degree system as proposed under Bologna?
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5.

Need for more formalised dialogue between Education and Training 2010 and Bologna

Process

9.

While some work has been done within ENTEP and the TUNING project in relation to the
implications of the Bologna Process for teacher education, there is a need to establish a forum to
specially address the issue of the relations between Tteacher eEducation and within the Bologna
Process in order to ensure greater coherence between national teacher education strategies within
the Education and Training 2010 process.

10.The Bologna process emphasizes quality assurance. Teacher eEducation programmes are nationally

evaluated in most instances and in several countries elaborate systems of accreditation have been
introduced. The consequences, however, still are unclear and have not been analysed for tTeacher
eEducation, following the agreement of the Berlin conference that by 2005 national quality
assurance systems meeting a number of demands should be in operation.

¢) Continuous professional development of teachers throughout the continuum of initial

1.

education, induction and inservice education

Lifelong learning perspective

. During teachers’ professional careers assumptions concerning the nature and purpose of learning

and education; the value systems of schools and society; and the interests; capabilities and
ambitions of children and adolescents will alter considerably. Employers of teachers and teachers
themselves must therefore recognise their responsibility for ensuring that, throughout their careers,
teachers are able to adapt and up-date their professional knowledge and skills.

Professional development should include both in-service training and education to make the teacher
more able to deal with the tasks involved in her/his present work and to in-service training which
enables the teacher to broaden competencies and address new content areas.

. Professional development should be seen holistically, embracing a range of activities in addition

to traditional in-service training courses, such as mentoring and coaching, undertaken in schools to
support the teacher in her/his efforts to improve performance.

Initial teacher education must be regarded as a starting point for the professional development. An
induction phase may be regarded as an important bridge between initial teacher education and
work. Such a phase will allow the new teachers to develop their newly required competences by
being supported by experienced colleagues. Different in-service programmes will make it possible
for the teacher to improve and further develop skills and knowledge needed in the job. A
supportive structure in the schools will help the teachers with their continuous professional
development. Further education may also make it possible for teachers to get the qualifications,
which will allow them to undertake education research.

Broader organisational issues-supportive school communities

Professional development also contributes to school development, and to individual teachers’
opportunities to develop their skills. Schools may as a part of their efforts to improve the quality of
education decide about and organise different types of professional development while teachers
may also be motivated to achieve a new teaching position.. Both these types of professional
development are legitimate and provisions should be made to support both in terms of resources for
both schools and individuals.

Better consultative and evaluative mechanisms should be developed. The teaching profession must
have ownership of the nature of change and be consulted on the modalities of implementation.
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7. A great challenge for those planning professional development is the need to define the specific
and complementary roles of schools and providers.

3. Link between continuing professional development and school development needs

8. Effective school management must be regarded as the ability to build a learning environment;
stimulating regular discussion of teaching methods; seeing professional development as an integral
part of the job; encouraging experimentation and reasonable risk taking; providing appropriate
training opportunities; disseminating research into new developments in teaching and rewarding
professionalism. Interdependence, joint work, team teaching, mentoring, collective decision-
making and responsibility all enhance the potential for professional growth.

9. Feedback from professional colleagues and additional coaching in post are required if new teaching
skills are to be integrated into existing behaviour patterns. This can only be achieved through
career-long professional development. Allowing teachers to contribute to their own professional
development priorities, individually through appraisal and corporately through staff development
plans, or where schools can manage their own in-service training budget according to their
perceived needs may be ways of supporting school development.

4. What does the European dimension mean in this context? European network
ideasupport measures?

10.The European Dimension in education should mean that students and teachers are conscious of
their common cultural base and the rich national and regional diversity they share, and have access
to the opportunities that living in Europe offers, in terms of employment, culture and personal
development. The European Dimension must embrace the whole of Europe, not only the EU
member states, and not only include the indigenous cultures, but also those of migrant communities
in Europe. The European Dimension should be an inclusive concept, which does not deny or
suppress the distinctive characteristics of individual cultures represented through Europe, nor
exclude a wider international perspective.

11.Teachers, as well as students, need to have their horizon widened to take account of this broader
European concept. This is all the more important in the view of the clear threats of divisiveness,
inter-cultural tension and xenophobia. The European Dimension may be used as a model of
diversity, which can provide both fruitful exchanges and lessons for other regions of the world,
while Europe has much to learn from other countries and regions.

12.Increased opportunities for teachers to participate in different types of activities related to their
professional development in other countries could be a central part of the concept of the European
Dimension.

13.The European dimension in the context of professional development also means that teachers could
be given the opportunity to see how different educational issues can be solved and dealt with
within various contexts. This may include contacts between schools and establishing networks
between schools working on different aspects of school development. Such contacts could be an
exchange of experiences at one occasion, but also long-term contacts. It may also mean that
individual teachers are given the opportunity to get in-service training and education in another
country than their own. Such activities may include school visit programmes, but also participation
in different courses within teacher education and in-service training programmes.

14.Adding a European Dimension to teachers’ professional development requires the support of
considerable resources in the EU programmes to enable a significant number of teachers to
participate in professional development programmes in other countries. Different EU programmes
have played an important part in opening up such opportunities, but it has not been enough to meet
all expectations. In order to do this in a more systematic way it may be appropriate to envisage
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other types of structure to provide support for professional development at a European level
namely by,

promoting the European Dimension in education through research and information work;

organising or helping universities and teacher education colleges to organise, courses on different
aspects of the European Dimension in education,

offering in-service education for teachers alone or in cooperation with different national agencies
responsible for this at national level;

compiling relevant data, research, reports etc. on education in general and teacher education in
particular in Europe, including liaison with Eurydice and CEDEFOP;

conducting research projects on alone or in cooperation with universities and research institutes
on European education in general and teacher education in particular from a comparative
perspective.

d) Developing a culture of mobility: content and recognition issues

1.

Mobility is a major component of the ‘European dimension’, for both career and professional
development purposes. As career development is generally linked to questions of formal
recognition, it is useful to discuss mobility and its added value for professional development
purposes. Within the context of the open method of coordination there is not only a new context for
mobility, but mobility also contributes to the perfecting of the method itself. It enables mutual
learning, the development of mutual trust and the creation of a closer union.

General Framework Context

2.

There are organisational and individual dimensions to mobility: mobility periods are not only
related to the experience and career of the individual, but also to the development of schools as
learning organisations.

. Partnerships between institutions play an important role in facilitating the recognition/ validation of

the mobility period abroad by providing an appropriate context for the development of agreements,
flexible models and appropriate measures for mutual recognition.

Length of mobility should be related to its nature. If the purpose is to observe a case of a ‘good
practice’ a short stay can be enough, but if the intention is to study deeply any dimension of
education than a longer period should be advisable.

National policies

S.

European programmes for education and training that support mobility can no longer be seen as the
only way of supporting mobility. It should also be part of national priorities and involve national
authorities.

. As a first — and difficult step - national funds have to be allocated to the mobility of teachers.

For the management of these funds we consider two models:

- cither they are directly allocated to training centres/institutions who are responsible for the
design, selection and implementation of mobility training programmes;

- or we consider mobility as part not only of personal and organisational development but also
as an important instrument of national policies. In this case, mobility could be seen as an
excellent instrument for the ‘internationalisation of education’ and national departments for
this purpose could be an interesting development.
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Llanguages
7. National strategies and measures are needed in order to ensure that the European objective of
mother tongue plus 2 foreign languages is reached.

8. An initial step towards the achievement of this objective should be to include the study of a foreign
language in every initial teachers’ training curricula.

9. Concerning the training of teachers of foreign languages, an extended and appropriately structured
stay in the country/ies of the target language should be mandatory.

10.Knowledge of language of the origin/destination country should not be seen as an obstacle per se
and used as an excuse for not undertaking mobility. This need not be so, if exchanges for
professional development are subject based and properly supported by targeted language training
beforehand.

11.Being aware that the knowledge of the language of the destination country is an advantage in the
understanding of reality, what we consider that is relevant is the knowledge of a ‘working
language’.

4. The contribution of a European qualifications and competences framework

12.In addition to issues relating to immediate recognition, the experience of the teachers and trainers
who participate in mobility, and who gain assistance in order to integrate their newly gained
knowledge into their own educational and professional environment, helps to improve and simplify
the contents of teaching profession through encouraging mutual learning between national systems.
Moreover, if free movement is accepted as a basic community right, education systems should not
impede this by national traditions of awarding qualifications and diplomas.

5. How to recognise the professional development gained during mobility?

13.Recognition should enable proof that the project carried out during the mobility was part of a
formal study or training programme. Institutions of initial and continuing professional development
should be encouraged to integrate mobility projects into their mainstream programmes and
recognise them as essential components of such programmes.

14.Such recognition could be an important component of a competence portfolio or other instrument
permitting transparency between systems such as a Europass-type document. Any documentation
included in a transparency instrument should provide for a transparent presentation of the
knowledge and skills gained during a mobility period.

6. Who are the actors involved in recognition?
15.- institutions providing initial and continuous professional development programmes and

including the projects of mobility into these programmes

- employers (headmasters, principals of schools and universities, local, regional or national
authorities)

Section 4: Messages for policy makers

1. The five subjects discussed above have provided substantial material for reflection on the issues
which should be addressed by European and national authorities if the recommendations on
teachers and trainers in the joint interim report are to lead to the implementation of measures
which support the development of highof high quality professional development policies in
Europe.
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2.

These measures are perhaps best seen within a common European framework to support the
development of qualityof quality teacher and trainer educationtrainer education in Europe which
will contribute to the development of transparency and mutual trust between systems . A common
framework can also provide a reference for the development of policies which support the
continuum of professional development in a Lifelong learning context and ensure that learners at
all levels benefit from the contributions of highly qualified, widely experienced teachers and
trainers who are engaged in a continuing process of professional development.

. The issues which such a framework should address are:

Teaching/training should be seen as a profession based on a professional, tertiary level, university
or equivalent -based initial education for teachers and/or other appropriate professionally
recognised levels for trainers

The process of continuous professional development should be ‘owned’ by both individuals and
institutions in a context of partnership between teachers, their constituent organisations and
education authorities

Teacher /trainer education should be seen in a lifelong learning perspective in order to improve
skills for present jobs and to acquire further competencies

Appropriate professional support should be provided for those responsible for the education
teachers and trainers

The European dimension should have a much stronger presence in initial teacher education
curricula and programmes

Effective support structures are necessary at European level in order to promote the European
dimension of the professional development of teachers and trainers

Mobility should be seen as an integral part of professional development at initial training and
continuing professional development stages. It should be seen as contributing a European added-
value to the development of optimum learning environments for all young people and should be
appropriately recognised and accredited.

Section 5: Next steps

1.

The work undertaken in sub-group 1 leads us to suggest that further work on teachers and trainers
should take place within the context of an increased reflection on the scope, content, and
implementation of a common framework of reference for teacher/trainer competencies and
qualifications.

Such a process can provide a catalyst for the developing the framework within the broader Lifelong
Learning context, addressing issues of transparency between systems of education and training and
supporting mobility for professional development purposes.

The following steps may contribute to advancing this work:

Testing and piloting of proposed framework through use of focus groups and pilot projects

greater exploitation of the context provided by OMC in order to ensure more sharing of experience

in relation to policy practice (a mapping exercise and peer learning in the field of strategies at
national level for the recognition of competencies and qualifications
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work at a European level in order to ensure that appropriate measures are taken to ensure that
policy development reflects the centrality of teachers/trainers in the Education and Training 2010
process. Such work may, in appropriate circumstances lead to a Recommendation on
teacher/trainer education.
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ANNEX IlI

WG1.1/09/004

SUB GROUP OF GROUP A — IMPROVING THE EDUCATION OF TEACHERS AND TRAINERS AND

I.

THE STANDING GROUP ON INDICATORS AND BENCHMARKS

Developing Indicators for Measuring the Professional Development
of Teachers and Trainers

Draft strategic paper for discussion by plenary meeting of Group A (Improving the
Education of Teachers and Trainers) and the Standing Group on Indicators

Introduction

The Joint Interim Report from the Council and the Commission' underlined the need to
improve the quality and comparability of the existing indicators, particularly in the field of
lifelong learning. It noted the lack of indicators to monitor progress towards the
objectives of education and training systems in Europe in certain key areas. Finally, it
invited the Standing Group on Indicators and Benchmarks and all working groups to
propose by the end of 2004 a limited list of new indicators and their modalities of
development.

In the objective area of teachers and trainers the lack of appropriate indicators for measuring progress is
apparent. The Commission’s staff working paper: “progress towards the common objectives in education
and training’” uses 29 indicators for measuring progress towards the 13 objectives of the Detailed Work
Programme. In the objective area 1.1 teachers and trainers, three indicators are suggested namely:

Age distribution of teachers together with upper and lower retirement age.

Number of young people in the 0-15 and 16-19 age groups and as percentage of total
population.

Ratio of pupils to teaching staff by education level

The three indicators selected in this objective area measure solely issues that relate to shortages/surpluses of
teachers and do not address the strategically very important area of the quality and content of teaching.

Consequently, to respond to the above call from the Council and discuss the first steps involved in
developing a short, medium and long-term strategy for measuring progress in the objective area of teachers
and trainers a working-group on indicators was set-up drawing on the expertise of both working Group A
and the Standing Group on Indicators and Benchmarks(Joint Group)’.

“Education and training 2010~ The Success of the Lisbon Strategy Hinges on Urgent Reforms, adopted
jointly by the Council and the Commission on 26 February 2004.

http://europa.eu.int/comm/education/policies/2010/doc/progress_towards_common_objectives_en.pdf
Please find in annex the mandate of the sub-group on the development of indicators for measuring

improvement in the education of teachers and trainers and in particular their continuous professional
development

51



5.

One particular issue that the indicators joint group was asked to analyse was how to “measure improvement
in the education of teachers and trainers and in particular their continuous professional development”.

The areas which might be addressed within this overall frame were enumerated in the
mandate as:

Levels of satisfaction with initial teacher education programmes,

The percentage of teachers and trainers who follow continuous professional training,

Numbers of teachers/trainers with different levels of professional qualifications,

Levels of investment in teacher and trainer education.

II.

Interpretation of the mandate

Issues and challenges

The mandate of the joint group was to prepare a proposal for measuring progress in the
area of the Objectives Group 1 particularly focusing on measuring improvement in the
education of teachers and trainers and in particular their continuous professional
development. The main challenge is addressing those issues which contribute to a change
in the quality of teacher and trainer education throughout the continuum of the
profession(s) in the context of lifelong learning. This continuum reaches from pre-service
education to retirement from the teaching profession (see figure 1).
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Figure 1: Measuring progress along the continuum in teacher professional development

Some people argue that teacher education starts as early as when the future teacher commences his or her
school career as a student in primary school. By the end of schooling they will have been socialised by
teaching and learning for more than a decade. Pre-service teacher education usually marks the official
beginning of professional education/training, but its effectiveness can only be measured years later when the
fully qualified teacher/trainer gets the professional status of employment. At the beginning of the career
some countries offer an induction phase which serves as a support structure in the first years of independent
teaching. Other countries offer mentoring programmes in certain areas.
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A specific note on lifelong learning of teachers and trainers

3. Lifelong learning is seen as an important element in the policy response within the framework of the Lisbon
strategy”. It is seen as a means of ensuring greater levels of competence and increased productiveness in
European economies.

4. However, in terms of the professional development of teachers and trainers (lifelong learning) the issue of
productiveness is a complex one. Can we assume that a teacher’s participation in some form of continuing
professional education leads automatically to a corresponding improvement in the quality of education?
Should the contribution of teachers seen only in terms of student achievement?

5. In the continuum of a teacher’s professional life (see fig. 1) the theme of continuous professional
development (lifelong learning) has revealed its crucial importance only recently, as the ageing of teachers’
population became a serious problem. Recruitment of new young teachers is proving increasingly difficult —
at the same time the rapid evolution in knowledge and science, in any field, requires a continuous updating
and mastering of teaching disciplines and teaching style and method. However, when it comes to lifelong
learning, countries have very different policies in attracting teachers and trainers to continuous professional
development. Therefore the challenge for measuring progress in quality lies in the complexity of the
different phases along the continuum of professional development.

6. Reflection on these questions has been premised on the assumption that there is a clear link between the
continuous professional development of teachers and trainers and the learning experience of young people;
that it contributes to higher quality of the teaching profession, to better classroom practices and to better
achieving students.

7. This is also the assumption implicit in the Joint Interim report, which states that:

“The success of the reforms undertaken hinges directly on the motivation and the quality
of the training of education and training staff. Member States should therefore, where
necessary, and in accordance with national legislation and practices, implement measures
to make the “teacher/trainer profession more attractive. This includes steps to attract the
best talents to the profession and to retain them, including through attractive working
conditions and adequate career structure and development. They must be prepared for
their changing role in the knowledge-based society and in transforming the education and
training systems. In particular, Member States should, according to national legislation
and practices, further consolidate continuing training for educational staff to enable them
to meet these challenges”.

8. In the sub-group it has been assumed that there is a relation between the 4 areas suggested in the mandate
and the professional development of teachers and trainers. The graph below illustrates the assumed
relationship between the central variables.

* The Joint Interim Report emphasises that Member States should put in place comprehensive, coherent and
concerted strategies.
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9. In responding to the mandate, within the limits of the considerations above, this paper proposes a short,
medium and long-term strategy for measuring progress.

The Standing Group on Indicators and Benchmarks and Group A are invited to:

- Comment on further issues related to the 4 areas which might be considered
relevant - please see pages 6-8

- Comment on the proposed short and medium -term strategy — please see pages 8-
11

- Advice on the feasibility of implementing such a strategy in the short- and
medium term.

- Comment on the suggested next steps — please see page 12
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III. Overview of existing surveys

1.

The Joint Group looked at surveys undertaken by international organisations and research
in individual countries. The investigations could suggest the main lines of a possible
framework for planning a systematic data collection, throughout the EU, for a number of
core indicators on teachers’ professional development. Teachers’ profession and status is
one of the main topics of educational research and large scale surveys at both national and
international levels. A questionnaire for teachers is included in most surveys or research
projects in order to collect significant information and data on the quality of educational
provision, process and outcomes.

However, international research projects are usually focused on particular or specific
aspects of education or a particular level of schooling. And the sampling designs are
aimed at collecting useful inputs that help contextualising the expected core information.
This is the case for most international surveys where information on teachers is given in
the context of student achievement.

The surveys used across EU (and other) countries, such as TIMSS’, PISA®, PIRLS’,
ISSUS®, et al.), differ from each other on several aspects: scope, objectives, target
population, sample design and sample size, structure of research instruments, strength of
the method, etc. These surveys do in general include context information collected
through a questionnaire on: “teacher satisfaction” and on “the percentage of teachers and
trainers who undertake continuous professional development”. However, when it comes
to “the number of teachers/trainers with different levels of professional qualifications”
and “levels of investment in teacher and trainer continuous professional development”,
the information is scarce’.

The surveys mentioned above are considered valid for our present purposes, in terms of
their methodology, sample design, implementation and results, within the limits of their
terms of reference. However, given the different objectives, target populations,
methodologies and instruments, and the different years of implementation of these studies,
any comparison between them, both at national and cross-national level, is problematic.

Data in teachers’ surveys, in particular when related to initial training and professional
development, should be interpreted with care, given the large age range of the teacher
population. During the last decades, the education systems have been reformed more or
less deeply almost in all countries. And the same has happened for the initial teacher
training. So the older teachers spontaneously compare the model they experienced two or
three decades ago with the more recent ones. And the data they report in the interviews
should be decoded within this framework.

© 0 N W

Third International Mathematics and Science Study

Programme of International Student Achievement

Progress in International Reading Literacy Study

The International Survey of Schools at Upper Secondary Level

For an overview of teacher questions in international surveys, please see Lucio Pusci contribution of 29
March 2004 on Circa.
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Some data have to be interpreted within the structural framework within which they have
been launched. They mostly cover teachers (not trainers) and are sample-based. The data
may be provided by the school heads (like in PISA), so they represent the ‘official’
situation as known by the school principals and the school records. There is little
information about self-directed and self-financed professional development activities of
teachers. Furthermore, the information on continuous professional development cannot be
correlated with general teachers’ characteristics, like age, gender, initial education and
training, teaching subject or subject area or with pupil performance.

In other cases the data only cover a certain teacher population, and in particular teachers
of specific subject matters. This limitation affects the impact of the data collected, since a
continuous professional development is important for all teachers, but for teachers of
some disciplines professional development might be more crucial than for others. Another
weak point of these surveys is that they collect data at a specific moment in time and do
not allow for a longitudinal study.

IV. Scope of the areas to be measured

In addressing the four areas outlined in the mandate this paper seeks to describe in some
detail what the content and scope of such an exercise might be. The particular emphasis is
on continuing professional development within the continuum of initial, induction and
ongoing professional development phases.

First, though a few paragraphs on “definitions and terminology” and on “voluntary or
obligatory continuous professional development programmes”.

Definitions and terminology

3.

There are different concepts of what counts as a teacher or trainer in different countries.
For comparative purposes in indicator work it is therefore crucial to clearly define the
terms ‘teacher’ and ‘trainer’. Annex 1 presents the working definition used during
discussions in the sub-group. Further work is needed in order to ensure that such
definitions are workable at a broader level.

Voluntary or obligatory continuous professional development programmes

4. Teachers and trainers participate in continuous professional development programmes

which may in some cases be obligatory and in other cases are on a voluntary basis. There
are many variations between both practices. While obligatory professional development of
teachers and trainers belongs to the official national requirements for their further
development, participation of teachers and trainers in the voluntary professional
development programmes expresses different individual needs of teachers and trainers in
relation to the changes of their profession, knowledge and competencies they have to
update. It is therefore important to measure satisfaction of teachers and trainers with the
continuous professional development programmes carried out on a voluntary basis, to
measure teachers’ and trainers’ satisfaction with the different aspect of these programmes
(access to these programme, satisfaction with their quality and content) showing how
national systems and policies in the field of improving and promoting further professional
development of teachers and trainers are effective.
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Levels of satisfaction

5. The issue of satisfaction of teachers with professional development programmes should be
seen in its broadest sense and should address teachers’ perceptions of their need to
develop and to adapt their knowledge and competencies. It is likely that teachers who feel
the need of further professional development will have different requirements relating to
the quality and the content of the teacher training and development programmes from
those who do not perceive this need.

6. For those teachers who perceive the need for further professional development or who
actively participate in professional development programmes it is useful to measure levels
of satisfaction in relation to the different aspects of their professional development
programmes. These aspects could be:

a) access into continuing professional development programmes seen at two levels

- the perspective of school development policy (if the schools (headteachers) enable
teachers to participate in these programmes, if the further professional development
of teachers is a part of the school development policy)

- the perspective of provision (does provision meet the needs of teachers, and provide
teachers the possibility to participate in the programmes they wish to participate)

b) quality of content of continuing professional development programmes
- Teachers’ perspective (do programmes meet their needs, and expectations)

- Teaching process perspective (do programmes help teachers to innovate their teaching
and contribute to innovation in teaching practice)

7. For those teachers who do not feel any need to undertake continuing professional
development or who do not participate in professional development programmes, detailed
information relating to age, level of qualification, duration of their teaching career, type of
school, organisation of school, level of responsibility of headmasters and teachers etc.
would be useful. This information could provide information on relations (if they exist)
between school context and teachers’ profile, and willingness of teachers to develop their
own knowledge and competencies and to innovate in their teaching.

Percentage of teachers and trainers undertaking continuous professional development

8. As stated above teachers and trainers’ participation in continuous professional
development programmes may be undertaken on an obligatory or voluntary basis.

9. In this area it seems to be useful both to measure the percentage of teachers and trainers
who undertake continuous professional development activities (both obligatory and
voluntary) and to collect further supporting information on schools, as well as the profiles
of teachers undertaking professional development activities and those who do not
undertake such development. Such information will provide a view of the situation at the
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Member States relating to numbers participating and not participating in continuing
professional development in addition to information on the profile of teachers/trainers,
schools and educational systems with greater or lesser degrees of provision of support for
the continuous professional development of teachers and trainers. Such information will
be helpful ministers and policy makers in creating and implementing more effective
national policies in this field.

Besides pupils’/students’ and parents’ responses in relation to satisfaction with the
learning experiences provided by schools and teachers should be collected for detailed
analyses of the possible outcomes of continuous professional development of teachers and
trainers.

Percentage of teachers and trainers with different levels of professional qualification.

10. Continuous professional development programmes provide teachers/trainers with

11.

opportunities to improve their own qualification in terms of increasing specialisation
and/or the acquisition of new competencies.

It is therefore useful to collect data and to measure progress in relation to two areas:

a)percentage of qualified teachers/trainers, unqualified teachers/trainers and
teachers/trainers qualified in other disciplines at each level of education and the
different national requirement for teachers/trainers at each level of education

b)percentage of teachers/trainers with different initial qualifications in each level of
education and numbers who formally improve their qualifications in terms acquiring a
higher degree or attaining further specialisation.

These data will provide ministers and policy makers with information on the current
situation in terms of the proportion of teachers/trainers with different qualifications in
their countries and information on one of the aspect of the effectiveness of their policies in
the field of continuous professional development of teachers/trainers and , information on
how national systems of continuous professional development of teachers/trainers
promote improvement of formal qualification of teachers and trainers.

Levels of investment in teacher and trainer continuous professional development.

12. The level of investment in teachers’ and trainers’ continuous professional development

13.

indicates the importance of this area in the context of national educational policies. It is
therefore useful to measure the level of investment in this field. The data relating to the
levels of spending is important if ministers and policy makers are to develop appropriate
policies in this area.

The data collected in the field of investment should inform us on the different means of s
of funding, including teachers’ private expenditure for their professional development
activities and other resources. The proportion of different resources of funding could
provide a useful picture of the situation in the Member States in this field.
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V.

Strategy

The role of indicators and benchmarks in the Open Method of Co-ordination

1.

It is clear from the Lisbon conclusions and subsequent European Council conclusions that
indicators and benchmarks occupy a central role in the open method of co-ordination.

The stated ambition of becoming the most dynamic knowledge based economy in the
world could become hollow if it does not entail the measurement of progress relevant in
policy areas. Therefore, ambitious guidelines and benchmarks are needed to break down
the overall ambition in achievable goals in different policy areas.

Indicators are consequently used for measuring progress in all objective areas and towards
the common benchmarks in areas where these have been adopted.

A word of caution

4.

The OMC asks for an increased culture of sharing of information, experiences and best
practice in order to progress towards the common objectives. Simple data gathering will
not give the full picture - for example, counting the attendance of professional
development activities will not respond to the quality question. In this case it would be
interesting to find out how much continuous professional development contributes to the
development of teaching and learning or the development of the school as a system.

However, indicators provide a useful starting point for a dialogue between Member States
on reasons for differences in performance. In a sense, indicators function as “tin openers”
providing a starting point for policy discussion lying like the meat in the tin. Indicators
invite questions. Why is country X performing better than country Y? How come system
X is more equitable than system Y? What are the factors behind good performance?
Questions like these should allow member states to identify elements of successful policy
practice and allow them to learn from each other. Therefore, indicators can be used as an
instrument for stimulating the exchange of good experiences and new ways of thinking
about policy approaches and also for measuring progress according to certain principles.

Objectives for a strategy in short, medium and long term

A short term strategy (less than a year)

6.

The limited working time in the joint group has shown that more information will have to
be collected in order to gain a more holistic approach to indicators in the areas discussed.
Some instruments are available and can be used (see above). However, it is necessary to
establish a fuller picture of how individual Member States use indicators for policy
developments in the area of teachers and trainers.
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10.

11.

12.

13.

Within the framework of Education and Training 2010, the Council and the Commission
will submit every two years a joint report to the Spring European Council on the
implementation of the work programme (“Education and Training 2010”). In this context,
Member States will provide the Commission with the necessary information on actions
taken and progress made at national level towards the common objectives.

It is_suggested that information on how the individual countries use indicators for
supporting policy development in the area of professional development of teachers and
trainers should be included in these reports:

Following the reception of these national reports, it is suggested that a mapping
exercise and a peer learning exercise should be undertaken:

Mapping exercise: For clarifying the information received a systematic
overview of the use of indicators in this area should be produced.

Peer learning: Examples of good policy practice in terms of using
indicators for monitoring professional development of teachers and
trainers should be explored with a view to suggesting strategies
applicable on a European level for monitoring this area.

It is suggested to undertake an explorative_study on possible links between the 4 areas
suggested in the mandate (please see graph below). This would be the first step in the
development of a conceptual framework in which indicators needed are clearly defined
within a system. In such a framework each indicator in the four areas should find its
location and its functional link with all others. The study should also analyse human and
financial resources need for an eventual data collection.

The amount of resources needed to collect data on the four areas in a systematic, cyclic
way depends on the framework adopted. Given the two types of instruments suggested —
questionnaires and official statistics and records — the resources needed would be
concentrated chiefly on the questionnaires. This procedure would involve four target
populations (teachers/trainers, school heads, students, families) and therefore four
probability samples. The amount of human and financial resources needed would be too
huge in terms of cost-effectiveness if a survey is limited to the four areas of Sub-group 2.

A much more modest amount of resources would be needed if the four areas of Sub-group
2 were part of a broader design: a survey, for instance, of the type of OECD ISUSS,
obviously extended to all ISCED levels (except 5 and 6) and to the 4 populations
mentioned above.

Group A and the SGIB are asked to advise on the feasibility and desirability of such a
study, which could in some cases base itself on already existing national data.

Work on indicators in this field could also be seen as an area where the new ISPRA centre
for educational research could provide a useful contribution.

60



1/a. Levels of 1/b. Levels of
satisfaction of satisfaction with

A
A 4

teachers/trainers teachers/trainers
A
2. Teachers/ 3. Teachers/
trainers who trainers with
follow continuous [€ different levels
training of qualification

4. Levels of investment

A medium term strategy (2-3 years)

14.

15.

16.

The Commission has already raised the question of the inclusion of a teacher option in
PISA 2006 and the Education Committee of OECD has agreed this suggestion. Further
work is now necessary both at Commission level and within the OECD concerning the
development of this approach. This survey aims to describe the learning environment of
the students in PISA. The teacher component would be based on a thorough review and
analysis of the teacher and teaching effectiveness research literature and this review could
possibly be used to modify the principal and student questionnaires as well. This option
provides a ready opportunity for a “triangulation” approach with the existence of the
student and principal questionnaires.

The Group A and SGIB are asked to advise on the appropriateness of the information
collected through this survey. A positive response to this suggestion could imply:

A discussion in the Education Committee (EU) on using PISA 2006 as a vehicle for
gathering information relevant to the Lisbon process. And the appropriateness of
encouraging EU to take part in the survey. In case of a positive answer:

The setting up of a small sub-group that could (in co-operation with the OECD) work on
how to satisfy our information need through PISA 2006.

EURYDICE could be requested to analyse the existence (or non existence) of evaluation
practices for teacher education in Member States. This analysis, which would be
qualitative in nature, should look at the kind of internal (self-evaluation) and external
evaluation system established in Member States with regard to teacher and trainer
education. The analysis should also look at the link between educational reform (for
instance curricula reform) and reform of teacher and trainer education.
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17. The teacher group is asked to advise on the desirability of undertaking such a survey.

18.

19.

A conceptual framework for measuring progress in the education of teachers and trainers
has been developed (please see short term strategy). A simultaneous collection of data for
all the four areas and their variables could be developed for measuring progress in
measuring improvement in the professional development of teachers and trainers. The
outcome could be a routine instrument which is applied regularly. The feasibility
conditions include the development of a framework to be agreed upon from expert groups
and the Commission; the design, development and piloting of the measurement
instruments, in particular the questionnaires, but also the standards to be adopted in
official statistics and school records as e.g. the teacher portfolio; sampling design and
sampling procedures where needed (e.g. levels of satisfaction...); debate on the results of
pilot study, adjustment of the instruments; dry-run; field study.

On this basis, the advice of Group A and SGIB is needed in terms of deciding on its
implementation.

IV. Next steps

If the Working Group A and the Standing Group on Indicators and Benchmarks are in
agreement with the proposed strategy, a first step could be to set-up a more permanent
sub-group consisting of 4-6 members from the Standing Group on Indicators and
Benchmarks and Working Group A. A separate expert might be recruited to advice on the
steps to undertake.

This group should monitor the implementation of the strategy and meet when needed.
First task could be:

To analyse how the national reports can be used for gathering more information regarding
in relation to our needs.

To provide input for the explorative study on the conceptual framework.

To discuss in detail how the teacher option in PISA 2006 can contribute to satisfying our
data needs.
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Annex 1

(rev. 3.2.04)

Mandate: Sub-Group on the development of indicators for measuring improvement in
the education of teachers and trainers and in particular their continuous professional
development

1. Introduction

In the Commission’s draft of the joint interim report, 29 indicators are suggested for
measuring progress towards the 13 objectives of the Detailed Work Programme. In the
objective area 1.1 teachers and trainers, three indicators are suggested namely:

[0  Age distribution of teachers together with upper and lower retirement age.

[0 Number of young people in the 0-15 and 16-19 age groups and as percentage of total
population.

0 Ratio of pupils to teaching staff by education level

These indicators do not adequately reflect the complexity of this objective area. The three
indicators selected in this objective area measure solely issues that relate to
shortages/surpluses of teachers and do not address the strategically very important area of the
quality and content of teaching.

Both the Standing Group on Indicators and Benchmarks (SGIB) and the Expert Group on
improving the education of teachers and trainers (Group A) are aware that the indicators
proposed in this objective area do not measure a number of other core issues of relevance for
progress in this objective area.

One particular issue that has been stressed in Group A is the importance of being able to
measure improvement in the education of teachers and trainers and in particular their
continuous professional development.

Both the reports produced by Group A and the Copenhagen Process Technical Working
Group on Quality in VET also provide a basis for a reflection on the question of appropriate
indicators. Among the areas which might be addressed are:

Levels of satisfaction with initial teacher education programmes,

The percentage of teachers and trainers who follow continuous professional training,
Numbers of teachers/trainers with different levels of professional qualifications,
Levels of investment in teacher and trainer education.

These proposals have already been discussed during the consultation on the first group of
proposed indicators between Group A and SGIB. The important question now is to look at
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how these areas can be addressed at an operational level in terms of their feasibility, links
with quality and measurement of progress. A more detailed account of the discussion in the
SGIB can be found in the “Results of the consultation of the Working Groups on the work of
the Standing Group on Indicators and Benchmarks”.

II. Organisation of the work

The most appropriate way of taking forward this work is in a smaller sub-group.

Membership

The subgroup will be comprised of 3/4 members of Group A or experts with substantial
interest in and experience of development of indicators relating to supporting teacher and
trainer/competence and 2-3 members or experts suggested by the SGIB. Academic expertise
will also be available as required in order to progress the work.

The Commission will invite expressions of interest from the members of Group A and the
SGIB and will decide on the final composition of the sub-group based on the subject to be
discussed, the need for a balance of experience and expertise and a European character in the
composition of the group.

Relation with the plenary group

Maintaining open lines of communication and ensuring that the members of the plenary group
have an opportunity to comment on progress will be an important part of the management of
the work of the sub-group. Comments on working papers will be invited through CIRCA and
a news forum will be opened at appropriate intervals.

Work programme for the sub-group

The sub-group will meet three times between March and June, with the expectation that
significant work will be carried out between meetings, and material produced in order to
ensure a successful outcome to its work.

Academic support

Expert academic support will be made available as appropriate. This academic support may
be made available by a member or members of the plenary group or may be sourced outside
depending on the subject matter and organisational requirements. The Commission will draw
up an appropriate contract with the designated expert in order to ensure the provision of these
ad hoc, limited scale services.

The sub-group will also have the services of Eurostat, Eurydice and Cedefop as necessary.
III. Mandate
The task force will prepare a proposal for measuring progress in this objective area

particularly focusing on measuring improvement in the education of teachers and trainers
and in particular their continuous professional development.
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The task force should consider proposals made by working group A:

1. Levels of satisfaction with initial teacher education programmes,

2. The percentage of teachers and trainers who follow continuous professional training,
3. Numbers of teachers/trainers with different levels of professional qualifications,

4. Levels of investment in teacher and trainer education.

The group should also contemplate the use of qualitative indicators that evaluate or analyse
policy practices. Similarly data that exist at national level may be useful for measuring
progress at national level and could serve as input for developing a European quality
indicator.

The group should take into consideration work being done by OECD and in particular INES
network C and in the Copenhagen Process Technical Working Group on Quality in VET. The
results of the EURYDICE survey on teachers should provide input to the work of the group.
Finally, the group should take into consideration data available nationally.

Qutcome

The sub-group will prepare a proposal for measuring progress in relation to measuring
improvement in the education of teachers and trainers and in particular their
continuous professional development.

This strategy will function as a basis for a discussion during the plenary meeting of group A
and SGIB in June/July.
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Annex 2
Definition of teachers and trainer

Teacher

A definition functional to the task of collecting data for indicators can be based on the legal
status of teachers in the different countries: “Teacher is a person who is acknowledged the
status of a teacher (or equivalent) according to the legislation and the regulations of a given
country”. The word “equivalent” is needed, in this framework, because in some countries
there could be groups of teachers — in particular settings or types of schools or training
institutions or centres — called in different ways, e.g. “educators”, “trainers”, “instituteurs”,
etc., but holding the same status of teachers and for whom statistical data collected are

traditionally included under the term “teachers”.

Trainer

For this purpose in definitional terms the word “feacher” should be used for teachers as well
as for professional trainers who hold a teacher status, while the word “trainer” should apply
exclusively for those professional trainers who have not the legal status of teachers, nor are
grouped with teachers in the official statistics. Since these trainers may include different
categories of professionals, like technical or laboratory assistants, instructors for different
types of job, tutors, etc., it would certainly be useful to collect data on their initial
qualification, continuous professional development and investment in it. In this case, the
problem would be chiefly the distinction between “professional trainers” and “part-time or
occasional trainers”. The two categories could be grouped together, but the data should be
collected in a disaggregated way, in order to allow for a detailed picture of the training

supply.
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ANNEX IV

WG1.1/09/005

Brussels, 16 June 2004
EAC/BI/ES-GR A3

GROUP A - IMPROVING THE EDUCATION OF TEACHERS AND TRAINERS

Subgroup 3
Quality assurance (QA) and teachers and trainers in VET

Draft paper for discussion by plenary meeting of Group A on 7-8 July 2004
1. Policy background

The Council Resolution' and the Declaration® of the European Ministers of Vocational
Education and Training on the Promotion of Enhanced European Co-operation in VET set out
the policy agenda for quality assurance and teachers and trainers:

“Promoting co-operation in quality assurance with particular focus on exchange of models
and methods, as well as common criteria and principles for quality in vocational education
and training”

“Identifying the learning needs of teachers and trainers in all forms of VET”
2. Cooperation on Quality Assurance

The first priority on QA has been implemented through a Technical Working Group
(TWG)on Quality Assurance .A major outcome of the TWG’s work during 2003 consisted of
the development of a ‘Common Quality Assurance Framework’ (CQAF) based on stock
taking from existing experiences and knowledge within and across Member States, and the
analysis of the ‘good practices’. These provided a basis for consensus building on a common
framework.

The CQAF is designed to help Member States and participating countries to develop,
improve, monitor and evaluate their own systems and practices, supported by a common
reference system and concrete reference tools. Thereby, the CQAF contributes to increasing
transparency and consistency between Member States’ policy initiatives, while fully
respecting their responsibility for the development of their own systems. It contributes also to
achieve greater convergence towards European objectives in the field of VET.

19 December 2002 (JO 2003/C 13/02)
Adopted in Copenhagen on 29 and 30 November 2002
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This approach has recently been endorsed by the Education Council of 28 of May in its
Conclusions on  Quality Assurance in Vocational Education and Training
(http://www.europa.eu.int/comm/education/policies/2010/et 2010_en.html). The Conclusions
stress that a Common Quality Assurance Framework ‘“can contribute to increasing
transparency and consistency between Member States policy initiatives, while fully respecting
their responsibility for the development of their own systems”, and “constitutes an appropriate
common European framework and systematic approach to quality assurance (...)”.

3. Quality assurance and identification of the learning needs of teachers and trainers

The second area under the thematic priority on Quality Assurance (QA) is being developed by
subgroup 3 .The work builds on the baseline created by Group A and on the work developed
by the TWG on Quality Assurance and in particular on the CQAF adopted by the Council.

The subgroup at its first meeting decided to focus its work on the identification of common
criteria and methodologies to detect the learning and professional development needs of
teachers/trainers and trainer trainers within the VET system using a QA analysis grid.

The group started its work by discussing the changing roles and competences of
teachers/trainers of VET, their contribution to quality in training and their new roles, needs
and competences in quality approaches, within a lifelong learning perspective On these
themes a contribution has been provided by Cedefop and a case study from Germany on
methods to construct a curriculum for teacher training at vocational schools (see annex 2 and
annex 3 ). .Unfortunately there has been no time to discuss these contributions in the second
meeting of the group where work has focused on the development of the analysis grid to be
used for the case studies.

3.1. Quality: concepts and definitions

The group considers that “quality” is context-dependent i.e. without a concrete context it is
difficult to define quality. In a specific context, however, it becomes possible to broadly
define quality as the fulfilment of a goal. Quality can also be expressed as the relation
between experience and expectation. Taking advantage of this definition of quality requires a
clear description of the context. This description has to include goals, experience and
expectations from a number of different actors. These actors are the decision-makers
(government and social partners), the managers of the education/training organisation, the
teachers and trainers themselves and the trainees/students themselves.

A quality management approach is any integrated set of policies, procedures, rules, criteria,
tools and verification mechanisms that together have the purpose of ensuring and enhancing
the quality of VET provision.

Analysis of different QA approaches at system level has shown that although concrete
decisions/mechanisms concerning quality are context dependent, the basic structure of such
mechanisms are not, but may be described as more or less common to all work on quality.
These common issues can be considered as cross-roads indicating common characteristics of
a quality map; which leave it up to decision makers to decide both on where to go
(objectives/goals) and how to go there. These common characteristics include a range of
options illustrated by the examples of “good practice” from Member States. These examples
should be considered as illustrative rather than normative.
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3.2. Developing an analysis grid for QA

The sub group decided to use the basic structure of the analysis grid developed by the

Technical Working Group working on Quality Assurance in VET, as a means of achieving its

goals. To that end it has adapted the existing grid of the CQAF in the perspective of

identifying key questions relevant to which all decision makers are confronted when setting

up mechanisms to identify the learning and professional development needs of teachers and

trainers. These questions will guide the collection of data in the coming period on best

practises in Member States and provide conclusions at two levels:

- common criteria for quality assurance. These will be aspects and elements repeated in all
good practices and experiences in different Member States;

- contextual quality assurance criteria. These are aspects which repeat only in certain
contexts or situations and which also ensure quality.

3.3. The CQAF: operational features

The CQAF constitutes a European reference framework to ensure and develop quality in
VET, building on the key principles of the most relevant existing quality assurance models. It
may be considered as a cross reading instrument that can help policy makers and practitioners
to get a better insight of how the existing QA models work, to identify areas of provision that
need improvement, and take decisions on how to improve them based on common
quantitative and qualitative references. It also allows for capturing and classifying best
practice within and across Member States.

The CQAF can be applied at both the system and VET provider levels and can therefore be
used to assess the effectiveness of VET.

The CQAF developed by the TWG on QA in VET comprises:

— a model, to facilitate planning, implementation, evaluation and review of systems at the
appropriate levels in Member States;

— a methodology for assessment and review of systems: the emphasis has been given to self
assessment, combined with external monitoring;

— a monitoring system: to be identified as appropriate at national or regional level, and
possibly combined with voluntary peer review at European level;

— a measurement tool: a set of reference indicators aiming at facilitating Member States to
monitor and evaluate their own systems at national or regional levels.

Quality assurance and development are a continuous process. The model of CQAF itself is not
an exception to this and includes the following interrelated elements/phases:

* Planning

* Implementation

* Evaluation and assessment

* Review
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DIAGRAM. QUALITY ASSURANCE MODEL

Planning
(purpose and plan)

Review (feedback
and procedures for
change)

Implementation

Methodology

Evaluation and
Assessment

For the four phases of the CQAF ( planning, implementation, evaluation and assessment and
review), key quality analysis questions .have been developed by the group. These questions
form the QA grid for the case studies For each one of these phases common quality criteria
will have to be identified. Considering the variety of choices made by Member States to deal
with quality assurance and development in VET, the common criteria will be presented as
possible answers associated to specific questions which are transversal to any VET system or
provider when reviewing best practices concerning the identification of learning and
development needs of teachers and trainers .in Member States.

3.3.1. Planning (purpose and plan)

This relates to the setting up of clear and measurable goals regarding policies, procedures,
tasks, and human resources.

Goals and objectives should be formulated in clearly understandable terms and as far as
possible they should be combined with definitions of measurable indicators as this allows for
checking the achievement of the planned objectives, in later stages.

Quality in VET is not primarily a technical issue. It is always linked to specific policy,
institutional or/and individual goals and objectives which are to be achieved, according to
different time frames. Therefore, it is crucial that relevant national, regional and local stake-
holders take part in the decision making process on goals and objectives concerning the
quality of VET
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Table 1. PLANNING: QUALITY CRITERIA

Key Questions Answers on Answers at
system level provider level

1. Describe the procedure for identifying
VET teachers’ and trainers professional
development and learning needs

2. Which are your objectives/values
relating to teachers’/trainers’
professional  development (learning
needs and competencies)

3. Are the European goals included in the
goals you have set (inclusion; access,
LLL, mobility)

4. Which actors are involved in planning
learning needs (e.g. social partners; local
authorities; teachers...)

5. What is the time span for your planning?
How often is it done?

6. Are your objectives relating to
professional development measurable? If
yes, how?

3.3.2. Implementation

Work by the TWG on QA has shown that it is essential to establish key principles that
underpin the implementation of the planned actions in order to ensure effectiveness in
achieving the goals and objectives which have been planned. These principles have to be
coherent with the goals that have been set.

Such coherence can be achieved in many ways for example through regulations, funding
incentives, provision of guidelines on how to proceed at local level, building capacity of key
actors on quality issues through training, combination of internal quality systems at provider
level with external inspections, etc..

Whichever approach is chosen, it is essential that expectations are transparent and that the
procedural steps, including time-spans and tasks to be fulfilled are clear for all the relevant
actors involved. Developing ownership and personal motivation amongst management,
teachers/trainers and trainees, are important preconditions to achieve coherence between
goals, objectives and implementation.
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Table 2. IMPLEMENTATION: QUALITY CRITERIA

Key Questions Answers on Answers at
system level provider level

1. How do you translate the identified
learning needs into learning activities
(e.g. training programme, curricula,
mentoring)

2. What are the key principles which shape
or underpin the implementation process
(e.g. cost effectiveness, consultation)?

3. Which actors are involved in the process
of implementation?

4. What is the role of management in the
implementation?

5. How is the implementation process
supported? (in terms of human and
financial resources)

3.3.3. Evaluation and Assessment

This covers designing evaluation mechanisms according to the context, defining the
frequency and scope of evaluations, and providing evidence of the findings of the evaluation
to those concerned, including strengths, areas for improvement and recommendations for
action.

In general, the assessment and evaluation phase consists of two parts, i.e. the collection and
processing of data and the discussions on the results which have been achieved.

The effectiveness of assessment depends to a large extent on a clear definition of the
methodology and frequency of data collection, but also on the involvement of the relevant
actors/stakeholders (e.g. current and former trainees, employers and trade union
representatives) to the discussions arising from evaluation results.
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Table 3. EVALUATION AND ASSESSMENT: QUALITY CRITERIA

Key Questions Answers on Answers at
system level provider level

1. How is the evaluation/assessment system
organised? Define input, process, output
and outcomes

2. How do you ensure that your assessment
and evaluation is relevant and
systematic?

3. Which actors (e.g. managers, teachers,
students, parents, employees of students)
and stake-holders participate in the
assessment/evaluation process and what
roles do they play in the assessment and
evaluation process?

3.3.4. Review (feedback and procedures for change)

Quality assurance and development is a continuous and systematic process. It must undergo
constant review combining self-assessment with monitoring by an external body, processing
feed-back and organising procedures for change.

Despite the fact that the other elements of the quality cycle are valuable , work of the TWG on
QA so far shows that, in practice, this last phase of the cycle is quite often the weakest.

A key element in this phase is to make available publicly the results of the quality assessment
procedure and to foster an open debate with the relevant stakeholders on the factors which

might have contributed to certain results.

TABLE 4. REVIEW : QUALITY CRITERIA

Key Questions Answers on Answers at
system level provider level

1. How the results of the assessments and
evaluations are communicated and made
more transparent (inside and outside the
organisation)?

2. What is the process for translating the
assessment and evaluation results into
corrective actions? Who (actors and
stakeholders) are involved in this?

3. How do you implement -corrective
actions?
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4. Next steps

The above QA analysis grid will be presented to the plenary group A in July for comment and
further modification, after which the subgroup intends to pilot the analysis grid with selected
case studies on VET teacher and trainer training providers Group A members are also invited
to provide case studies to subgroup 3.

The group aims to collect the case studies during summer and early autumn, analyse them at a
meeting before the end of the year so as to ultimately develop an outline proposal for a quality
analysis framework (including common quality criteria). This framework may enable
countries to develop, improve, monitor and evaluate their own systems and methods applied
for the identification of learning needs and for the professional development of teachers and
trainers.

skoksk
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