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| PREFACE

A teaching profession whose members are motivated
and highly quadlified is of vital importance in ensuring
that young people are offered a sound education. The
new expectations and challenges currently confronting
teachers throughout Europe mean that they now are at
the very heart of the educational policy debate.
Enhancement of teacher training is thus an integral part
of the work programme on the future objectives of edu-
cation and training systems up to 2010, which was
approved by the Barcelona European Council on 15-
16 March 2002. The programme states that teachers
are 'key actors in any strategies targeted at stimulating
the development of society and the economy’.

In this context, the study by Eurydice on the teaching profession, which is being
published in the Key topics in education in Europe series as a set of four reports, is
an especially welcome development. With teachers in lower secondary education
as its focal point, the study analyses the extent to which their initial training pro-
vides them with the skills now recognised as essential if they are to perform their
duties successfully. It examines cases of teacher shortage or oversupply with which
European countries are confronted and the steps to taken to rectify them. Finally, it
compares the conditions of service of teachers in terms of aspects such as job secu-
rity and salary prospects.

This first report is devoted to the initial training of teachers and to arrangements for
easing their transition to working life. The findings of the report as regards the var-
ious ways in which initial training is organised are highly instructive and raise ques-
tions of concern to us all. For example, the report highlights the considerable cur-
ricular autonomy generally granted to training institutions. In so doing, it draws
attention to the likelihood that the qualifications and skills acquired by teachers on
completion of training will vary widely not just from one country to the next but also
within a particular country. It also reveals that, although measures introduced to
ease the transition of new teachers to working life correspond to a recent and not
very widespread development, they are now the focus of discussion and planning
in many countries. European cooperation in this area is exceptionally timely in
enabling full and joint consideration to be given, first, to appropriate provision for
ensuring that all teachers have the qualifications and skills needed to deliver qual-
ity education and, secondly, to the resources that should be developed to measure
the impact of new arrangements on the professional integration of teachers and the
effectiveness of their work.



This study, which is of considerable significance for European cooperation in the
field of education, was made possible as a result of the contribution of the National
Units in the Eurydice network as well as national experts. The comparative analy-
sis was written by the Eurydice European Unit in close collaboration with all of the
national partners. This methodological approach is a further guarantee of the qual-
ity and reliability of the information contained here. All the contributors to the study
are acknowledged at the end of the publication.

We trust that the present report will enrich the policy debate both at national and
Community level by providing greater insight into the way teachers are trained
throughout Europe, the problems encountered in the process and the ever increas-
ing effort now invested in ensuring that teachers — the very protagonists of educa-
tion —possess the high qualifications and motivation which are the sine qua non of
their profession.

Viviane Reding

European Commissioner for Education and Culture
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General and methodological framework of the study

GENERAL AND METHODOLOGICAL
FRAMEWORK OF THE STUDY

INTRODUCTION

The importance of the role of the teacher as an agent of change, promoting
understanding and tolerance, has never been more obvious than today. It is likely
to become even more critical in the twenty-first century.

(Jacques Delors, 1996, p. 157) (')

With the emergence of the knowledge society in the 21st century, the importance
of education has been reiterated in many reports and declarations and education
systems now face several challenges. Young people must be able to meet and adapt
to the demands of an economic and social context undergoing massive change.
While they need to have knowledge of specific essential subjects such as new infor-
mation and communication technology (ICT) and foreign languages, they also need
to be made aware of and become committed to the human values of tolerance and
sharing. Teachers play an essential part in this formative process, with the result
that society as a whole nurtures great expectations vis-a-vis the teaching profession.
Teachers make an important contribution by giving young people the tools to inte-
grate info a constantly changing world.

In order to gain greater insight into the issues at stake, and understand the situa-
tion and expectations with which the teaching profession will be confronted in
European countries in the years ahead, the Eurydice Network has launched an
extensive comparative study on the profession as it exists in Europe today. With a
view to defining the scope of this complex subject more effectively, the Units in the
Eurydice Network were asked to describe those aspects or main elements of the
profession that are the subject of ongoing debate or reform at national level. The
response of Units to this short survey in the summer of 2000 clearly demonstrated
that the teaching profession is at the heart of thinking and discussion about policy,
and this confirms that the study is entirely in line with current developments in
European countries.

More specifically, two major issues seem to emerge from the concerns and discus-
sion of policy-makers in those countries. These issues are, first, changes in the skills
teachers are expected to possess and, secondly, the extent to which their profession
is an attractive one. Although these issues are not present to the same extent eve-
rywhere, they may be regarded as occupying an important position in thinking
about education in Europe.

(') Delors, J. et al. Learning: the treasure within. Report to Unesco of the International Commission on
Education for the Twenty-first Century. Paris: Unesco, 1996.
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Indeed, in the majority of countries today, it is no longer just expected that, in their
prime task of providing instruction, teachers should simply adapt to knowledge gai-
ned from research into teaching methods and the psychology of learning. The daily
life of schools is conditioned by the technological development of information, an
increasingly multicultural social environment and the increasingly greater autonomy
granted to local communities and schools.

Generally specking, therefore, the teaching profession seems affected by the need
to become more involved in tasks concerned with school management and
administration, the use of ICT, the promotion of human rights and civic education and
encouraging pupils to acquire knowledge with a view to learning constantly
throughout their lives.

In this context, teachers face groups of students more varied than ever before.
Depending on the country concerned, they have to face up to two types of heteroge-
neity for which they may feel insufficiently prepared, namely provision for children of
(im)migrant origin and children with special educational needs. Furthermore, at
secondary level, the extension of compulsory education, and/or its (re)organisation
to provide general education and training for everyone, has occurred fairly recently
in some countries. In such cases, ‘mass’ education and an increasingly heferogeneous
school population are likely to have aggravated the difficulty faced by teachers in
handling the pupils entrusted to them. While these problems are not experienced to
the same extent everywhere, they reflect the need for teachers to acquire interperso-
nal and communication skills in order to work with ethnic and linguistic minorities and
pupils with special needs, and handle conflicts that may arise in the classroom.

In many countries, policy-makers are deeply concerned about the likelihood of tea-
cher shortages or are already having to cope with them (in certain regions or sub-
jects, or at certain levels of education). They are thus having to seriously consider
means of attracting competent young people into the teaching profession. The level of
remuneration is often blamed for disaffection with a career in teaching. Salaries are
considered either too low or poor compared to those in other professions. Unattractive
working conditions (lack of flexibility and independence, a heavy workload, little
pedagogical support, run-down premises, pupils in difficulty, etc.) are also often
invoked. Yet a further frequently identified contributory factor is lack of support for
young teachers as they enter and adapt to their profession for the first time. This lack
of preparation may thus in some countries lead them to abandon it in the early
years of their career.

It is in relation to these major and closely associated challenges which European edu-
cation systems now seemingly have to meet if they are to provide quality education
for everyone, that Eurydice has selected the issue of the attractiveness, distinctive
features and occupational content of the teaching profession, for the purpose
of conducting a thorough comparative analysis.
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PRESENTATION AND AIMS OF THE STUDY

The aim of this study is to gain a better insight into the situation characterising the
profession in different countries, the way in which it is changing, and the way also
in which national policy-makers are attempting to meet the challenges that have
been identified. It sets out to analyse how future teachers are prepared for their pro-
fession and the skills they are expected to master, to examine the balance or imba-
lance between supply and demand and, finally, to compare key aspects of teachers’
working conditions. The study also seeks to clarify the interaction between these
three major issues and the impact they have on each other in the various European
countries, with a view fo identifying broad patterns and trends while at the same
time situating them in their national contexts.

The study is part of the Key topics in education in Europe (?) publications series
whose analytical thrust is twofold:

* a thorough descriptive comparison of current situations in order to exami-
ne how the aspects considered relate to each other and are interdependent and
then, if possible, to identify major operational models;

* a contextual and historical analysis of how circumstances are evolving, in
order to understand ongoing changes, debate or reforms and explain the rea-
sons or aims underlying them.

These two aims are intended to meet the demand on the part of policy-makers for
reliable information on international trends that is descriptive and illustrative and
offers critical analysis.

All aspects and parameters of the study are set out in Table 1 below. The approach
has been to select them with due regard for the way in which they are directly or
indirectly related to the question of the attractiveness and distinctive features of the
teaching profession.

(?)  The first volume published in 1999 is devoted to financial support for students in higher education.
The second, published in 2000, deals with the methods of awarding and managing the resources
earmarked for schools. The full references for both volumes are given below and both may also be
accessed on the Eurydice website.

* European Commission; Eurydice. Financial support for students in higher education in Europe.
Trends and debates. Key topics in education in Europe, vol. 1. Luxembourg: Office for Official
Publications of the European Communities, 1999. Available on the World Wide Web:
http://www.eurydice.org/Documents/KeyTopics/en/FrameSet.htm.

® European Commission; Eurydice. Financing and management of resources in compulsory edu-

cation. Trends in national policies. Key topics in education in Europe, vol. 2. Luxembourg: Office
for Official Publications of the European Communities, 2000. Available on the World Wide Web:
http://www.eurydice.org/Documents/KeyTopics2/en/FrameSet.htm.
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TABLE 1: ASPECTS OF THE STUDY RELATED
TO THE ATTRACTIVENESS AND PROFILE OF THE PROFESSION

SKILLS

TRANSITION BETWEEN
INITIAL TRAINING AND
WORKING LIFE

I Final 'on the job'
qualifying phase.

Il Support to new entrants.

INITIAL TRAINING

. Access and selection.

. Degree of autonomy of training
institutions in terms of content
and time devoted to training.

. Content of training in three

areas (ICT, administration and

management of heterogenous

pupil groups).

profile of qualifications.

. Changes in the structure

of initial training.

IN-SERVICE TRAINING

Whether or not of an
obligatory nature.
. Time allocation.

. Access to training.

=

. Content of training.

<

ATTRACTIVENESS
AND PROFILE
OF THE

PROFESSION

SUPPLY AND DEMAND

. Planning policies.

Il. - Recruitment.

lll. - Recruitment methods and
types of contracts in the event

EMPLOYMENT AND DUTIES

Contracts and job security.

Il Job descriptions and
workload.

. Types of support.

of teacher shortages.
IV. Incentives to boost recruitment.
V. Indicators of shortage or surplus,
demographic indicators, trends

IV, Indicators on ratios, heteroge-
neity of pupil groups, full-time /
part-time employment.

in the numbers of graduates,

and age of teachers. SALARIES AND

PROMOTION

Basic salaries and
increases in earnings.

II.  Salary adjustments.

il Non-earnings-related
incentives.
IV. Promotion.

There is unanimous agreement that all teachers should be provided with the skills
needed to perform their tasks and thereby achieve the aims of quality education in
schools. Three main areas have been selected for the present study: the management
of school activity and administration; the use of ICT and teaching related fo it; and
the teaching of heterogeneous groups of pupils. Policy-makers accordingly have the
task of ensuring, first, that new entrants to the teaching profession are appropriate-
ly trained and, secondly, that practising teachers are able to access in-service trai-
ning that meets their needs. Among questions that arise are the following:

What is expected of the teaching profession (or should be expected of it) today and
to an even greater extent in the future? What are teachers themselves taught during
their initial training ? What quality and skills criteria have to be satisfied for teachers
to be regarded as qualified for the occupation? What arrangements are made to
help young entrants to become fully-fledged members of their profession? From



General and methodological framework of the study

what facilities may in-service teachers benefit so as to acquire the new skills expec-
ted of them? What training requirements are teachers expected to fulfil in the cour-
se of their careers?

The balance between the supply of and demand for teachers — whether in the short
or long term — is unquestionably the focus of concern among those responsible at
national level for the management of teaching staff resources. In the vast majority of
European countries, the age pyramid of their in-service teachers reflects a trend that
is disturbing, particularly in times of shortage. According to the data available (%), a
litle over one-fifth of the teaching population, on average in Europe, will be close to
or have reached retirement age in the next ten years. Several countries are thus faced
with the task of gradually — or sometimes more rapidly — replacing a large propor-
tion of their practising teachers. The shortage of qualified staff and unattractiveness
of the profession which are now confronting certain education systems seem to be fur-
ther indications that it is important to find solutions to the problem as a matter of
urgency. Special attention will therefore have to be paid to the potential for recruiting
new entrants into the profession and, by the same token, ensuring that means are
found to attract prospective teachers info initial training.

What measures have been introduced to attract young people into training and
recruitment for the profession? What are the incentives for ensuring that qualified
staff do not leave it? How do those responsible attempt to compensate for possible
existent shortages? What types of planning policy have been adopted in relation
to supply and demand?

These two main groups of questions are closely linked, in so far as the skills acqui-
red by the end of training and the tasks that have to be performed in the course of
working life are integral aspects of whatever makes a profession attractive and
motivating. The existence or otherwise of special forms of support for young
entrants, as well as the way in which such support is organised, are clearly related
to the importance attached to the practical period of training. Selection procedu-
res, where they exist, and the point at which they occur are also unquestionably
among the factors influencing the number of graduate teachers on the job market.

A third group of questions inevitably arises from the first two. It is clearly desirable
to consider conditions of service (duties in the course of employment and salaries)
necessary to ensure that the responsibilities required of the teaching profession are
properly fulfilled and that teaching is an attractive occupation. Indeed, job security,
the extent to which there are opportunities for finding more highly paid employment
on the job market, and the scope for regular salary increases, not o mention the
quality of working life unquestionably have a bearing on its attractiveness.

(®)  Eurostat, UOE database.

Xl
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What types of support and supervision are available if in-service teachers run into
difficulty? How is their working time structured and calculated? What tasks are
entrusted fo teachers and do they correspond to their qualifications and skills?
What arrangements govern salary increases? Is internal promotion possible, etc.?

All these foregoing questions are central to the present study. Besides the answers
to them that will be sought in the comparative analysis, special attention will also
be focused on the factors underlying measures relating to the teaching profession,
which have been introduced in the various countries in the last ten years. For this
purpose, it is important to analyse aspects of the precise situation in each country,
with due regard for economic, educational, political, social and demographic
considerations. This in turn means identifying the main aims of changes relating to
the situation of teachers (in terms of upgrading, skills, recruitment, etc.) which may
(or may not) have been introduced.

STRUCTURE OF THE PUBLICATIONS

A study of this complexity is a long-term undertaking. As emphasized in the section
on the methodological approach, information has been gathered in two main pha-
ses in order to subdivide the work more effectively. Similarly, as in the case of a jig-
saw puzzle, each aspect of the comparative analysis has been considered separa-
tely so as to gradually assemble a logical whole from the various subjects exami-
ned. In other words, it is not possible to do justice immediately to all findings of the
analysis. It should also be emphasized that, in addition to the relations between its
various aspects, each of the latter corresponds to a specific set of problems of signi-
ficance in itself. It would therefore be a pity if policy makers and other players in
education who are concerned with these basic issues did not have immediate
access fo those subjects on which comparisons are already available, particularly
given that these specific problems are currently the focus of debate in many coun-
tries. Notwithstanding the undeniable dialectical relation between all such aspects,
therefore, the present study is being published in four separate reports, each dea-
ling with a specific issue. In each report, the problems encountered, as well as
national considerations related to these important issues, are discussed with refe-
rence to the available contextual elements.

e The first report is devoted to a comparative examination of initial training and
transitional measures designed to make it easier for new entrants fo the tea-
ching profession to settle fully into working life. It is mainly devoted to educa-
tional provision concerned with development of the specific skills referred to
above. Ways of entering the profession, the consecutive or concurrent training
model, and the relative importance of professional training as compared to
general education are discussed in relation to measures for completing the
transition between education/training and full professional activity. A historical
summary of the major changes which have affected the structure of initial trai-
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ning (in terms of its duration and level) in the last 25 years is provided, toge-
ther with an analysis of the reasons and aims underlying them. The part devo-
ted to measures for accomplishing the transition from initial training to profes-
sional life discusses the existence (or otherwise) of a final on-the-job qualifying
phase with remuneration and/or support measures to help those embarking on
a career in teaching to become fully integrated into the profession. The structu-
re and content of all such measures are examined, as are ongoing debate
and/or reforms concerned with these matters.

* An in-depth andlysis of the supply of and demand for teachers is the subject
of a second separate report. It includes demographic indicators for establishing
projections of the demand for teachers in the next ten years. Existing standard
methods of recruitment are compared to measures introduced where there is a
shortage of fully qualified staff for a particular post. The varied range of defi-
nitions and methods for calculating oversupply and shortage are described and
discussed, together with the lack of readily comparable data. Finally, long-term
planning policies and the means mobilised for attracting people into training or
stimulating the recruitment of qualified staff are also reviewed.

* Andlysis of teachers’ conditions of service is the subject of the third report.
It covers different aspects concerned with remuneration and material working
conditions, contracts of employment and the tasks expected of teachers in
accordance with those contracts.

¢ A final comprehensive overview then examines models that take account of alll
considerations discussed in the various publications and places them in context.
Topics and issues arising from contextual analysis across the entire field of
investigation will also be highlighted.

Finally, country tables enumerating all major reforms that have in one way or
another affected the teaching profession (training and conditions of service) in the
last 25 years will be placed on the Eurydice website. Each table gives the date and
content of these reforms, as well as the factors and objectives underlying them. The
national (demographic, social, political, and economic) context in which each
reform was enacted is also highlighted.

DEFINING THE SCOPE OF THE STUDY

In order to keep the study within appropriate limits, it analyses solely the situation
of teachers in full-time compulsory general secondary education. This edu-
cational level has been chosen because it is compulsory and situated at an impor-
tant transitional stage of the path through school. It is concerned with all young peo-
ple aged between 10/12 and 15/16. It generally incorporates ISCED level 2 (*) and,

(9 International Standard Classification of Education.

XV
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depending on the country concerned, corresponds to lower secondary education
(lasting three or four years), or the final years of the single structure.

In order to understand and situate the level involved, readers may refer to Annex 2
which sets out the general framework of the successive stages of schooling
and shows precisely where lower secondary education occurs within the educational
system of each country.

In compulsory general secondary education in the majority of countries, teachers
are specialists or semi-specialists. The study does not consider the situation of
teachers who are trained to teach at other levels but may occupy a post at lower
secondary level.

It should also be pointed out that it is the general situation of teachers that is
examined. Only where the situation of teachers depends on the subject taught (for
example, in terms of the content of initial training, working conditions, responsibili-
ties or indicators relating to teacher shortage) does the analysis concern itself speci-
fically with teachers of mathematics and the mother tongue (°).

The study is solely concerned with the situation of teachers in the public sector,
i.e. those working in schools administered and controlled directly by the public
authorities. Grant-aided private schools are considered only in the case of Belgium,
Ireland and the Netherlands, in which this sector is well developed.

The reference year of the study is 2000/01. Historical background information
on reforms (in the contextual analysis) is restricted to the last 25 years. The contex-
tual analysis also takes ongoing policy discussions and definitely planned reforms
into account.

(*)  There are three main justifications for this proposal.

1) Problems associated with the image of the profession and teacher shortage appear to be
somewhat severe in the field of mathematics in many countries. Graduates in this subject area
tend to prefer more highly paid professions in the private sector.

2)  Both subjects are compulsory in all minimum curricula in compulsory education, in which they
occupy a dominant position (see European Commission; Eurostat; Eurydice. Key data on edu-
cation in Europe 99/2000. Luxembourg: Office for official publications of the European
Communities, 2000).

3)  The way in which ICT is considered in training teachers of these two subjects may be very
different. The ICT skills of teachers may therefore vary widely.
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Finally the comparison covers the situation in the 30 European member countries of
the Eurydice Network.

METHODOLOGY AND WORKING PROCEDURES

A restricted working group comprising representatives from 16 of the National
Units (¢) in the Eurydice Network was set up to prepare the present study. The group
was given the task of determining the subject matter of the study, defining its scope
and selecting relevant parameters for consideration.

The information required was gathered in two major phases. The first phase was
concerned with aspects related to initial training, the transition into employment,
and supply and demand. The second was concerned with aspects of conditions of
service. Both phases corresponded to the whole of 2001.

Information needed for the descriptive analysis was gathered from all Units in the
Eurydice Network, using five questionnaires prepared by the Eurydice European
Unit (EEU) and then fested and amended by the working group. These question-
naires contain the precise definitions and instructions required for the logically
consistent gathering of readily comparable data. It will be possible to access them
on the Eurydice website in the section devoted to the data gathering mechanisms
for the study, as work progresses and the publications are completed.

National experts in the field were appointed by the members of the Socrates
Committee, in order to contribute to the historical and contextual framework.
For each phase, indications were prepared with a set of questions to guide the
contributions of the experts, who were also asked to include in their analysis all
elements they regarded as relevant or crucial to any explanation of the situation
in their country.

The maijority of the statistical indicators have been prepared using the UOE data-
base provided by Eurostat.

Each report has been carefully checked by the National Units and national experts.
Close and constructive joint work and cooperation involving both the various part-
ners at national level and the EEU have done much to facilitate preparation of this
complex set of reports. All those involved in preparing the study are acknowledged
at the end of this first publication.

(¢} Belgium (French and German-speaking Communities), Germany (Lénder), Greece, Spain, Ireland,
Italy, Luxembourg, Sweden, United Kingdom (E/W/NI), Estonia, Latvia, Malta, Poland, Romania
and Slovenia.
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CODES AND ABBREVIATIONS

Country codes

Clossary

The three countries of the European Free

B European Union 3‘:4::: Trade Association which are members of
the European Economic Area.
B Belgium 1S Iceland
B fr Belgium — French Community L Liechtenstein
B de gilgrzli:]r:ni—fyGermon-specking NO Norway
B nl Belgium — Flemish Community
DK Denmark Candidate countries
D Germany BG Bulgaria
EL Greece a Czech Republic
E Spain EE Estonia
F France o Cyprus
IRL Ireland v Latvia
1 Italy LT Lithuania
Luxembourg HU Hungary
NL Netherlands MT Malta
Austria PL Poland
P Portugal RO Romania
FIN Finland sl Slovenia
S Sweden SK Slovakia
UK United Kingdom
UK () England
UK (W) Wales
UK (NI)  Northern Ireland
UK (SC) Scotland

Abbreviations relating to statistical indicators and other classifications

Estimate or liable to variation depending on the authority concerned

Data not available

Not applicable

ENTEP European Network on Teacher Education Policies

Eurostat Statistical Office of the European Communities

icT Information and communication technology

ISCED International Standard Classification for Education

Unesco United Nations Educational, Scientific and Cultural Organisation
UOE Unesco/ OECD/Eurostat

XIX
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National abbreviations in their language of origin

AHS Allgemeinbildende héhere Schule A

BUP Bachillerato Unificado y Polivalente E
CAP Certificado de Aptitud Pedagégica E
CAPEPS Certificat d’aptitude au professorat de I’enseignement d’éducation physique et sportive F
CAPES Certificat d’aptitude au professorat de I’enseignement du second degré F
CCP Curso de Cualificacién Pedagégica E
CEP Career-entry profile UK (E/W/NI)
cou Curso de Orientacién Universitaria E
CPR Centres pédagogiques régionaux F
EGB Educacién General Basica E
EPD Early professional development UK (E/W/NI)
ESE Escola Superior de Educagéo P

ESO Educacién Secundaria Obligatoria E
GRTP Graduate and registered teacher programmes UK (/W)
GTC General Teaching Council UK (SC)
GTCE General Teaching Council for England UK (E)
GTP Graduate teacher programme UK (/W)
HAVO Hoger Algemeen Voortgezet Onderwijs NL
HBO Hoger Beroepsonderwijs NL
HMI Her Majesty’s Inspector UK (E/W, SC)
HS Hauptschule A

ICE Instituto de Ciencias de la Educacién E
INSTELLING VOOR PEHOKT Instelling voor pedagogisch hoger onderwijs van het korte type B nl

IUFM Institut Universitaire de Formation des Maitres F
KMK Sténdige Konferenz der Kultusminister der Lénder in der Bundesrepublik Deutschland D

LEA Local Education Authority UK (E/ W)

LEGT Lycées d'enseignement général et technologique F
LGE Ley General de Educacién E
Lo Leraar in opleiding NL
LOGSE Ley Orgdnica de Ordenacién General del Sistema Educativo E
MCAST Malta College of Arts Science and Technology MT
MO-OPLEIDINGEN Middelbare onderwijsopleiding NL
MO-A Middelbare onderwijsopleiding a NL
NLO Nieuwe lerarenopleiding NL
NQT Newly qualified teacher UK (E/W)

OELMEK OPFANQZH EAAHNQN AEITOYPIQON MESHE EKIMAIAEYZHS cYy

(Organosi Ellinon Litourgon Mesis Ekpedefsis)
OLTEK OPFANQSH AEITOYPIQN TEXNIKHE EKMAIAEYZHS cYy
(Organosi Litourgon Technikis Ekpedefsis)

PGCE Postgraduate certificate in education UK
QTS Qualified teacher status UK (E/ W)

RTP Registered teacher programme UK (/W)
so$ Stredni Odbornd Skola cz
SouU Stredni Odborné Ucilisté cz
vwo Voorbereidend Wetenschappelijk Onderwijs NL




Clossary

The use of italics in the text

All terms whose use is limited to a country or a Community and which would not
normally be understood by a foreign reader appear in italics irrespective of the

language version of the study.

TERMINOLOGY
General education

It is devoted to general courses and mastery of the subject(s) that trainees will teach
when quadlified. The purpose of these courses, therefore, is to provide trainees with

a thorough knowledge of one or more subjects and good general knowledge.
Professional training

It corresponds to the theoretical and practical part of training devoted to teaching
as such. In addition to courses in psychology and teaching methods and methodo-
logy it includes short and (usually) unremunerated in-class placements (supervised
by the teacher in charge of the class concerned and with periodic assessment by
teachers at the training institution). This professional training provides prospective

teachers with both a theoretical and practical insight into their future profession.
Consecutive model

At the outset, students receive general education in order to obtain a degree in a
particular subject or branch of study. At or near the end of this period of study, they
enrol in a programme of initial professional training, enabling them to qualify as

teachers, which may still contain some general education courses.
Concurrent model

It involves a programme which, from the outset, combines general education in one

or more subjects with theoretical and practical professional teacher training.
Open access

Admission to teacher training is subject solely to obtaining an upper secondary
school leaving certificate (ISCED 3) or its equivalent. In the case of the consecutive
model, a system may be regarded as open if the sole criterion for admission to the
professional training phase is the qualification obtained at the end of ‘general edu-

cation’ (which corresponds in all cases to a university degree).
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Restricted access

Admission to teacher training is subject to a selection procedure that supplements
possession of the upper secondary school leaving certificate or the qualification
obtained on completion of ‘general education’. This further procedure may be
governed by various criteria considered separately or in combination, such as per-
formance in upper secondary education (in terms of results obtained in the upper
secondary school leaving examination and/or school records), performance in an
entrance/competitive examination or the results of an interview.

General (non-specialist) teacher

S/he is trained to teach all subjects in the curriculum.
Semi-specialist teacher

S/he is trained to teach a group of at least three subjects.
Specialist teacher

S/he is trained to teach just one or two specific subject(s), one of which is normal-
ly subsidiary. In certain cases, a specialist teacher is trained for three subjects, the
third of which is subsidiary.

Final ‘on-the-job’ qualifying phase

Compulsory period of transition (which may or may not be part of initial training)
between the initial training of teachers and their entry into professional life as fully-
fledged teachers. It generally constitutes the final phase of initial training. This stage
includes an important supportive and supervisory dimension, as well as formal eva-
luation to certify the teaching skills of those concerned, without which they would
be unable to enter the profession. During this period, teachers are still not fully qua-
lified and are usually regarded as ‘candidates’ or ‘trainees’. They spend a signifi-
cant amount of time in a real working environment (a school) in which they carry
out wholly or partially the tasks incumbent on fully qualified teachers, and are
remunerated for their activity.

Supporting measures for new teachers

Teachers in their initial post are offered formal introductory facilities, in terms of
assistance from staff able to guide and advise them so that they can gradually
adapt as effectively as possible to professional life. The measures amount to a sys-
tem of organised arrangements for supporting and monitoring fully qualified tea-
chers at the start of their careers. Arrangements of this kind therefore apply to tea-
chers who are fully-fledged members of their profession. Their purpose is to satisfy
specific needs that new teachers may experience and provide for their professional
development.
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OTHER TERMS

European Free Trade Association

The European Free Trade Association (EFTA) was founded in 1960 by Austria,
Denmark, Norway, Sweden, Switzerland and Great Britain under the Stockholm
Convention. It was subsequently joined by Finland, Iceland and Liechtenstein. EFTA
presently consists of only four member states: Iceland, Liechtenstein, Norway and
Switzerland. The other countries have left EFTA in order to join the European Union.
All of the EFTA countries, with the exception of Switzerland, form part of the
European Economic Area.

European Economic Area

The agreement on the European Economic Area (EEA) was signed in May 1992
and entered into force at the beginning of 1994. It applies to the 15 Member States
of the European Union and to three EFTA countries, but not to Switzerland. The pur-
pose of this agreement is to create a single market beyond the European Union
countries for the free movement of goods, persons, capital and services.

Candidate countries

The present report covers those candidate countries already participating in the
Socrates programme as part of the pre-accession strategy. These countries are as
follows: Bulgaria, Cyprus, the Czech Republic, Estonia, Latvia, Lithuania, Hungary,
Malta, Poland, Romania, Slovenia and Slovakia.

Turkey is also a candidate for accession to the Union and preparations are under-
way with a view fo its full participation in the Socrates programme in 2004, most
notably through its prior integration into the Eurydice network. This integration has
not yet been accomplished, and it is for this reason that it has not been possible to
include data on this country in the present publication.
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INTRODUCTION

Recommendations on the need to improve the initial and in-service training of tea-
chers have become increasingly widespread in the course of the last ten years. They
have emanated from the academic and research worlds, as well as those national-
ly responsible for teacher training ('). Several factors underlie these calls for action.

The tasks normally expected of teachers have undergone radical changes in the
wake of the rapid development in information and communication technology
(ICT), as well as many school management reforms in which increasing autonomy
has been granted to local players and in which teachers too have been involved.
Wi ithin the context of lifelong learning, the key skills which young people today
should possess on completion of compulsory education are radically changing the
role that has to be assumed by teachers on their behalf. Furthermore, in recent
years, a growing number of European countries have come to anticipate or
are facing up to a situation in which there is a shortage of qualified staff at this level
of education. Many national policy-makers are concerned that the teaching
profession should be an attractive one and are aware of the importance not just
of mobilising prospective teachers for initial training and recruitment but ensuring
that they then remain in the profession. Indeed, it is recognized that where there
is any likelihood that they may leave teaching, this is most acute in the early
years of their career.

Under such circumstances, experts are now emphasising the need to develop practical
professional skills to a greater extent during initial teacher training and to introduce sup-
porting measures for those who finally decide to become teachers. Accordingly, they are
arguing in favour of closer links between institutions for the initial training of teachers
and the schools in which they first work. In this context, the final report of the conferen-
ce (°) on teacher education policies organised by the European Network on Teacher
Education Policies (ENTEP) in May 2000 stated that greater importance should be atta-
ched to cooperation among teachers and that special training in this area should be pro-
posed. The report emphasised that such training should not focus just on the particular
tasks and roles that experienced teachers may perform for the benefit of prospective tea-
chers during their initial training, but should also extend to their entry into the profession
and their continuing development. Becoming a teacher is thus increasingly acknowled-
ged to be a gradual process. For this reason, support offered to teachers at the start of
their careers may be regarded as an integral part of their professional development.

(@) The establishment of a European Network on Teacher Education Policies (ENTEP) in 2000 is direct-
ly linked to this issue.

(®)  ‘Teacher Education Policies in the European Union — Proceedings of the Conference on Teacher
Education Policies in the European Union and Quality of Lifelong Learning, Loulé (Algarve), 22-23
May 2000’ (pp. 23/ 24, 3.8).
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The present report is devoted to these important issues. It provides an in-depth
comparative analysis of certain aspects of the initial training of teachers for lower
secondary education in Europe and the transitional measures adopted to ease their
entry into professional life.

Only training specifically for teaching in lower general secondary educa-
tion is considered in this study. The qualifications of teachers who are trained
for primary or upper secondary levels are not therefore examined (except in cases
in which their training is similar to that provided for work in lower secondary
education), even if for whatever reason they are authorised to teach at lower secon-
dary level.

A historical overview of the major reforms that have altered the structure of trai-
ning, in terms of its length and/ or level, mainly over the last 25 years is contained
in Chapter 1. A distinction is drawn between reforms that have been specifically
concerned with initial training and those that have focused on higher education in
general. In order to provide a more effective illustration of changes in the demands
made on trainee teachers in terms of the level and length of their training, a diagram
has been prepared for each country. It shows all changes that have occurred since
1975 in the various stages of the path through education that has to be completed
by prospective teachers in lower secondary education. An examination of the aims
pursued by these reforms at the end of the chapter reveals that priority appears to
have been attached by many policy-makers to ensuring that training becomes more
professionally oriented and to up-grading its academic status.

The second chapter is devoted to the organisation and current structure of
training. It contains a description of the two main models on which initial teacher
training is based. The first is the so-called consecutive model in which, at the outset,
students receive a general education in order to obtain a degree in a particular sub-
ject or branch of study. At or near the end of this period of study, they enrol in a pro-
gramme of initial professional training enabling them to qualify as teachers. In
contrast to this stands the so-called concurrent model which, as the study demons-
trates, applies quite widely to prospective teachers in lower secondary education. It
involves a programme which, from admission to higher education onwards, combi-
nes general education in one or more subjects with theoretical and practical profes-
sional training. The question of access to training is also dealt with in this chapter,
as are the conditions governing selection in cases where access is limited.

The third chapter focuses more closely on the content of this training. The
autonomy granted to training institutions is examined with reference to several
parameters related to the curriculum and each stage of training. Next, the relative
importance of certain skills is considered in terms of minimum training obligations
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and the time allocated to them. Among them are the use of ICT for teaching and
learning, the ability to manage mixed groups of pupils, including those from
migrant backgrounds or with special educational needs and, finally, training in
school management.

Chapter 4 examines the professional qualifications obtained by graduate
teachers and the degree of specialisation to which they correspond. It provides an
analysis of the number of subjects for which teachers are qualified. A distinction is
drawn between teachers trained for just one or two subjects, who are referred to
as ‘specialists’, and those qualified to teach several subjects, who are referred to
here as ‘semi-specialists’ or ‘generalists, depending on the number of subjects
concerned. Restrictions on the one or more levels of education for which these tea-
chers may be recruited are also examined. The degree of specialisation in the qua-
lifications obtained on completion of initial training thus gives an indication of the
extent to which teachers are (or are not) in a position to find employment for which
they will be regarded as fully qualified. All such information may therefore be used
to provide indicators of the employability of teachers on the job market and offer a
partial explanation as to why some shortages or oversupply occur in any particu-
lar field. Situations in which teachers may, in certain circumstances, be asked to
teach subjects for which they are not fully qualified and/ or to work with pupils at
a level of education other than that for which they were trained are examined in
Report Il devoted to the issue of supply and demand.

In the secondary education of many European countries, the transition between the
initial training of future teachers and their active professional commitment has tra-
ditionally corresponded to a series of distinct stages in which the worlds of training
and of the profession itself only overlap under a very controlled set of circumstan-
ces. During the period of initial training, prospective teachers are subordinate to
the institutional environment in which they receive their theoretical training and
acquire their practical experience of teaching. Immersion in the professional atmo-
sphere of a school is often limited for students, not just in terms of time (only short
periods spent with classes) but also the tasks that have to be carried out.

As Chapters 5 and 6 attempt to demonstrate, the integration of new recruits
into the professional world of secondary schoolteachers in a progressive and
sustained fashion is a relatively novel practice whose importance is increasingly
being recognised in European countries.

This transitional phase, sometimes referred to as ‘induction’, is characterised by the
implementation of formal measures offering guidance and assistance. The
final two chapters deal directly with the specific problem of entrance to the teaching
profession in Europe, by examining the organisation and main features of the two
forms of transition, namely the final ‘on-the-job’ qualifying phase (Chapter 5)
and supporting measures for new teachers (Chapter 6).
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These two views of the transition are far from exclusive and imply the existence of
special support for candidate, trainee or new teachers to help them absorb the
ethos of the teaching profession. Nevertheless, as will be seen, these two forms of
transition may serve different purposes.

In the present report, only supporting measures for new teachers which are formally
established as such, administered by schools themselves, and involve the appoint-
ment of a recognized tutor or mentor are considered. However, it should be noted
that in-service training which is openly available for all teachers, including those at
the start of their careers, may also do much to help support new teachers and
contribute to their professional development. Similarly, the teamwork that is gene-
rally required as teachers go about their business may enable newcomers to bene-
fit from the expertise and views of more experienced colleagues at their school.
These measures will be covered in greater detail in Report lll of the present study,
which is devoted to conditions of service in the teaching profession.

Finally, given the complexity and complementary nature of the programmes and
phases of training examined in the various chapters of the report, diagrams for
each individual country summarise the different stages covered in the transition
from initial training to the point at which new entrants to teaching are regarded as
fully-fledged members of their profession.
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CHAPTER 1
STRUCTURAL REFORMS OF INITIAL TRAINING SINCE 1970

INTRODUCTION

Any attempt to upgrade the status of a profession will focus very strongly on the
level of qualification required by those who practise it. The teaching profession is
no exception. It is therefore inevitable that this study on the profile of the profession,
as well as the trends and concerns associated with it, should examine measures
introduced since 1970 to raise its qualification requirements. In this chapter, the
study is concerned with the approach adopted by policy-makers in seeking to raise
the level and/ or extend the period of teacher training, as well as their aimsin doing
so. The reforms considered here have altered the structure of training but not its
content. It is clear from an analysis of their objectives that an improvement in the
quality of training by placing greater emphasis on its academic and/ or professio-
nal dimensions is one of the main considerations fuelling change. In several coun-
tries, improvements of this nature since 1970 have partly derived from concern that
the social status of teachers should be enhanced. Yet while appropriate training
requirements have a vital part to play in boosting the status of the profession, it is
no less important that they should go hand in hand with more attractive conditions
of service. This latter aspect will be examined in the third report of the present study.

The structural reforms of teacher training throughout Europe in the last 30 years
have been further justified by the political will to extend the period of compulsory
schooling, which now covers the whole of lower secondary education. The school
populations with whom teachers have been working now include a growing pro-
portion of older pupils, while their composition has become increasingly mixed. It
is important that these future citizens should be entrusted to appropriatly trained
adults. At the same time, higher education has also experienced growing ‘massifi-
cation’ and measures widely introduced at this level have altered the branches of
study, as well as the types of course on offer. Teacher training has been affected by
these changes and the present chapter will attempt to examine this also.

Many countries have undertaken structural reforms of teacher training for lower
secondary education (') in the period under consideration. They are illustrated for
each country in Figure 1.3, which also shows the school education teachers have
normally had prior to training. The reforms considered here are concerned with the
structure of training in terms of its duration, the level of qualification obtained on
its completion and, more generally, with the model adopted, whether concurrent or
consecutive (*). The existence or otherwise of a professional component is also

(') Readers are reminded that only training for teaching in general lower secondary education
(ISCED 2A) is discussed.
(®)  For a definition of the two main training models, see the ‘terminology’ section and Chapter 2.
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examined. Among the changes to have occurred, reforms concerned specifically
with teacher training as such should be distinguished from those affecting the whole
of tertiary education which have had an impact on teacher training.

Other reforms shown in Figure 1.3 are not considered because they are covered in
other chapters. For example, changes concerned with selection at the point of entry
to training are discussed in Chapter 2 of the present report, while amendments to
final ‘on-the-job’ qualifying phases are described in Chapter 5.

1. CONTENT AND DATE OF REFORMS

During the last 30 years, the great majority of European countries have offered
initial training at tertiary level for teachers intending to work in general lower
secondary education. There are few countries in which training during part of this
period has been at secondary level (as in Iceland) or post-secondary level (Latvia
and Poland). Most training has included a general component and a professional
component irrespective of whether it has been provided in accordance with a
concurrent or consecutive model. Greece, ltaly and Romania have been somewhat
unusual in providing just general training for most of the same period, with pro-
fessional training optional. The latter was made mandatory in ltaly and Romania
at the end of the 1990s. In ltaly, schools offering specialised courses for those inten-
ding to teach in secondary education were set up in 1999. They offer two-year trai-
ning at ISCED level 5A subsequent to general university education. In Romania,
teacher training of prospective secondary schoolteachers during their university stu-
dies was restructured in 1989 and then made compulsory in 1995. A regulation
dating from 1993 in Greece states that, from 2003 onwards, an additional year of
professional teacher training will be compulsory for all future teachers in lower
secondary education. This training will be provided by the university faculties in
which they have received their general training.
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FIGURE 1.1: DATES OF MAIN REFORMS CONCERNED SPECIFICALLY WITH THE STRUCTURE
OF INITIAL TEACHER TRAINING FOR GENERAL LOWER SECONDARY EDUCATION
(ISCED 2A), BETWEEN 1970 AND 2000/01
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A: Reforms concerned with the length of initial training
B: Reforms concerned with the level of concurrent training
C: Reforms concerned with the length or introduction of the professional stage in consecutive training
D: Introduction of a training model, or a change in model
Source: Eurydice.
Additional notes

Germany: The 1990 reform relates to the Lénder in eastern Germany.

Austria: The reforms of 1975 and 2000 related to the training of Haupischule teachers. For the 2000 reform,
an Academy Studies Act (Akademien-Studiengesetz) was passed in 1999.

Sweden: As a result of a reform in 2001, teacher training for secondary education is now provided in accor-
dance with a concurrent model instead of a consecutive one.

United Kingdom (E/ W): The year 1985 represented the culmination of a process of change begun in the
1970s.

Estonia: Concurrent training was extended from four to five yearsin 2001/ 02.

A characteristic of a few other countries is that, during some or all of the reference
period, they do not themselves provide certain stages of training or, indeed, any of
those stages.

Thus teachers in Luxembourg and Cyprus (up to 1992) acquire their basic univer-
sity training abroad. Since 1974, Luxembourg has provided a final qualifying
phase for those who have obtained the corresponding first degree. In Cyprus, since
1992, prospective teachers have been able to receive their general university trai-
ning at home or abroad. A compulsory final qualifying phase for secondary
schoolteachers was introduced in 1999.

The German-speaking Community of Belgium and Liechtenstein do not provide
initial training for teachers in secondary education. In the case of the former, the
great majority of teachers have customarily been trained in the French Community
in the Instituts d’enseignement supérieur pédagogique renamed the Hautes Ecoles
after 1995. Liechtenstein teachers receive training in Austria or Switzerland.
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FIGURE 1.2: DATES OF THE MAIN REFORMS IN TERTIARY EDUCATION AFFECTING INITIAL
TEACHER TRAINING FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A),
BETWEEN 1970 AND 2000/01
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A: Reforms with an impact on the length and/ or level of initial training
B: Reforms with an impact on the type of structure in which initial training was provided
Source: Eurydice.

1.1. Reforms concerned specifically with initial training

Many European countries provided training in accordance with the concurrent
model between 1970 and 2000 (°), and most of them raised the educational level
at which it was offered and/ or lengthened the period of training. During the years
under consideration, the level of qualifications obtained on completion of concur-
rent training was raised to ISCED level 5A almost everywhere, except in the French
and Flemish Communities of Belgium, and Denmark. It should be noted here that,
in 1970, Ireland, the United Kingdom (Scotland), Estonia, Hungary and Romania
already offered concurrent training leading to an ISCED level 5A qualification.

Between 1970 and 2000, all training provided in accordance with the consecutive
model led from the outset to an ISCED level 5A qualification. Reforms affecting trai-
ning of this kind dealt primarily with its professional phase.

In almost all countries with a single structure for compulsory education during the
period under consideration, either only the concurrent model is possible, or it is the
dominant model where both concurrent and consecutive models exist alongside
each other. The concurrent model may be devised in such a way as to bring tea-
cher training for ISCED level 2 closer to that provided for teachers in those years of
the single structure corresponding to primary education.

) Countries which offered exclusively concurrent training between 1970 and 2000 were Belgium,
Denmark, Germany, the Netherlands, the Czech Republic, Estonia, Hungary, Poland, Romania and
Slovakia. Countries that offered both training models during all or some of the reference period
were Ireland, Austria, Portugal, Finland, Sweden, the United Kingdom, Iceland, Norway, Latvia,
Lithuania, Malta and Slovenia. France and Bulgaria offered solely the consecutive model throughout
the entire period. Spain initially trained teachers in accordance with the concurrent model and then,
subsequently, the consecutive model.
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1.1.1. Length and/or level of training in the concurrent model

Reforms affecting solely the length of concurrent training occurred in the French
and Flemish Communities of Belgium which, in 1984, extended it from two to three
years, Norway in which training was extended from three to four yearsin 1992,
and in the Czech Republic and Slovakia which (as former Czechoslovakia) exten-
ded it from four to five years with effect from 1980. Furthermore, in the last two
countries, faculties other than faculties of education provided training for teachers
from then on. After the reunification of Germany in 1990, the Lénder in eastern
Germany adopted the teacher training system of those already in existence in the
western Ldnder. They thus transferred teacher training from the Institute fiir
Lehrerbildung and the Pddagogischen Hochschulen to the universities and, in so
doing, extended its duration. In Malta, two-year training at ISCED level 5B was
lengthened to three yearsin 1974 and then four yearsin 1978.

Reforms concerned specifically with the level of qualification obtained on comple-
tion of training occurred in Austria, in which the qualification awarded following
training in the Pddagogischen Akademien was classified at ISCED level 5A with
effect from September 2000.

Reforms altering both the length of training and the level of qualification obtained
on its completion occurred in Germany, the United Kingdom (England and Wales),
Iceland, Latvia, Poland and Slovenia, either simultaneously or at different times.

Thus, from 1970 onwards, the Federal Republic of Germany began to transfer all
teacher training to the universities and alter its length and level in certain respects (*).
Iceland extended the length of concurrent training from two to three years (°) in
1972 and raised its level of qualification from ISCED level 3 to ISCED 5A. In 1974,
Poland raised the level of training qualification from ISCED 4 to ISCED 5A, at the
same time extending the duration of training from between two and three years
to five years.

() Until then, the duration and level of training for the different types of teacher in lower secondary educa-
tion varied quite widely, reflecting different policies in this area in the Lénder. The 1970 reform did not
therefore lead to changes in all courses for the training of teachers in lower secondary education in the
Federal Republic of Germany, some of which were provided before 1970 in institutions at ISCED level
5B and varied in length.

©) Most teachers in compulsory education (primary and lower secondary level) are trained in accordance
with the concurrent model. Teachers in upper secondary education (and a few in lower secondary edu-
cation) are trained in accordance with the consecutive model
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In the United Kingdom (England and Wales), the 1970s witnessed the closure and
amalgamation of many colleges of education. Programmes of initial teacher trai-
ning were increasingly provided in polytechnics and higher education institutions,
with the level of training qualification changing from ISCED 5B to ISCED 5A. The
four-year Bachelor of Education degree (BEd) also became more common during
this period, extending the duration of concurrent training by one year. This process
was largely completed by the mid-1980s.

In Latvia, the possibility of receiving four years of training (ISCED 4) directly on
completion of the single structure of compulsory education was abolished in 1987.
Training which lasts two years (ISCED 4) or five years (ISCED 5A) and begins on
completion of upper secondary education, was still available. In 1994, ISCED level
4 training institutions were brought together in a pedagogiskd augstskola, in which
a five-year course of training led to the award of ISCED level 5B qualifications.

Slovenia also raised the level of qualification from ISCED 5B to ISCED 5A in 1987,
at the same time extending training from two-and-a-half to four years. Its training
institutions became pedagoska fakulteta in subsequent years.

1.1.2. Professional training in the consecutive model

Another measure concerned specifically with teacher training which was introdu-
ced in the last quarter of the 20th century related to the professional stage in the
consecutive training model. Five of the 12 countries offering such training have
lengthened or introduced this second stage.

The countries concerned are Spain (which lengthened it from 6 to 18 months in
accordance with a 1995 law due for full implementation in 2003), France (which
in 1991 introduced a year of optional initial professional training prior to the year-
long final qualifying phase already provided), Sweden (which lengthened the stage
from a year to a year-and-a-half in 1988), and Norway (where the increase was
from six monthsto a year in 1994). Until 1988 in Portugal teachers had the oppor-
tunity to undertake their estdgio pedagdgico, lasting one or two years, at any time
during their career. A 1988 law harmonized this training, regulating the profes-
sional part in the consecutive model so that it is composed of one year of theoreti-
cal training, followed by one year of practical training.

1.1.3. Change in training model or introduction of a new model

In Austria, a reform undertaken in 1975 introduced a genuine teacher training pro-
gramme for Haupfschule teachers which previously did not exist. Until then, in
order to obtain the qualifications for teaching at this level, those concerned had to
complete the two years of training for primary schoolteachers, as well as in-servi-
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ce training. From 1975 onwards, the Péddagogischen Akademien offered a distinct
form of training lasting three years and focused on two subjects.

Three countries introduced concurrent forms of training alongside the consecutive
training already in existence for teachers at ISCED level 2. In Portugal and Finland,
new forms of concurrent provision at level ISCED 5A were offered to prospective
teachers in lower secondary education from 1971 and 1980 onwards respective-
ly. In Portugal, this training was given in the new ramos de formacaé educacional
of the science faculties, which preceded the final qualifying phase (estdgio peda-
gégico) already existing in the consecutive model. The new structure of training
initially concerned teachers of science subjects. In Finland, the concurrent model
gradually became the norm. In Sweden, from 1988 onwards, any ISCED level 2
teachers who were trained for working at the seventh year of the single structure,
could be trained in accordance with the concurrent model offered those in the first
seven years of that structure. Since the start of the 2001 school year, there has been
nothing other than a single type of training for grundskola teachers which is provi-
ded in accordance with the concurrent model. The consecutive model which for-
merly existed in the universities, for teachers in years seven to nine of the single
structure, has been gradually abolished.

Other reforms involved a change of model (consecutive or concurrent). In Spain,
training for teachers at ISCED level 2 underwent successive major alterations linked
to the reorganisation of compulsory education. Prior to 1970, teachers were trai-
ned for secondary education, with no distinction between its upper and lower
levels, in accordance with a consecutive model comprising general university trai-
ning lasting five years and professional training provided by the inspectorate. In
1970, the eight-year single structure of educacién general bésica (EGB) was intro-
duced. From that time on, teachers for ISCED level 2 were bracketed with those in
the last three years of EGB who received concurrent training lasting three years for
an ISCED level 5A qualification, the Diplomatura. In 1990, the structure of com-
pulsory education was again reformed, with the abolition of the single structure to
make way for the introduction of new primary and lower secondary levels of edu-
cation. Educacién secundaria obligatoria, corresponding to ISCED level 2, was
established, and its teachers were once again trained in the same way as those
active in upper secondary education, in accordance with a consecutive model
whose first general phase lasted from four to six years and conferred on them the
title of Licenciado.

In France and Austria, there have been no clear-cut changes in the training model
but certain variations are possible. In recent years, France has been in an interme-
diate position in this respect in that, during the first stage of training, students may
undertake preliminary professional courses to prepare them specifically for tea-
ching. In Austria during the same period, several universities have started to convert
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training they provided in accordance with the consecutive model for future teachers
in allgemeinbildenden héheren Schulen, into a concurrent form of training.

By contrast, in Germany there are ongoing discussions in several Ldnder with a
view to replacing the concurrent model with a consecutive one.

1.2. Tertiary education reforms with implications for initial teacher training

In several countries, teacher training has been affected by reforms relating to the
whole of tertiary education, which have had consequences for the duration and/ or
level of training in the majority of cases. In the French and Flemish Communities of
Belgium, as well as in the Netherlands, non-university tertiary education has been
restructured by grouping institutions into bigger organisational units with greater
autonomy. In Belgium, the reforms in the French Community in 1995 and in the
Hemish Community in 1996 did not lead to any change in either the length or level
of courses. In the Netherlands, on the other hand, the former nieuwe /erarenoplei-
ding was transferred to the hoger beroepsonderwijs in 1986, and this type of trai-
ning was raised from ISCED level 5B to ISCED level 5A, while the full period of trai-
ning was cut back from four-and-a-half to four yearsin 1990. A little later, Scotland
restructured its system of tertiary education in order to abolish the distinction bet-
ween university institutions and other institutions of tertiary education and establish
a single body, the Scottish Higher Education Funding Council, with oversight of the
entire sector. The merging of the colleges of education, at which prospective tea-
chers received theoretical and practical teacher training, and the university educa-
tion departments began in 1992, so that institutions could secure increased funding
and broaden their range of courses.

In Finland, the first university degree of kandidaatin tutkinto (awarded following
three years of full-time university study) was abolished in 1980 in accordance with
a law of 1978, reflecting the political will to raise the level of education (°). As a
result, a maisterin tutkinto (awarded after five years of full-time university study)
was required by teachers in lower secondary education and the first phase of trai-
ning in accordance with the consecutive model was extended from 2-4 yearsto 5-
6 years. Following a 1981 decree on higher education in Norway, the qualifica-
tions awarded by different types of hegskoler, including those for teacher training,
were raised from ISCED level 5B to ISCED level 5A. In 1994, Norwegian tertiary
education was reorganised through merging the 98 hegskoler into 26 statlige
hegskoler, in order to establish a single tertiary education network.

Following reorganisation of tertiary education in Bulgaria in 1995, teacher training
was transferred from the poluvischi instituti (institutions offering ISCED level 5B qualifi-
cations) to the universities. Teaching qualifications were thus raised to ISCED level 5A

¢)  The kandidaatin tutkinto was reinstated in the 1990s but was no longer an adequate qualification
for embarking on the professional phase of training.
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and courses that lasted from two-and-a-half to three years, were extended to bet-
ween four-and-a-half and five years. In Hungary, integration of tertiary education
institutions has been progressing since 2000 with a view to bringing the féiskolai
(which include the institutions offering teacher training for lower secondary educa-
tion) closer to the universities in various ways. After Lithuania and Latvia became
independent in 1990, tertiary education was restructured to form three levels
(bachelor, master and doctor) in 1993 and 1995 respectively, in order to moder-
nise it, bring it more into line with the western European model and boost the auto-
nomy of training institutions. In Lithuania, concurrent training for teachers in lower
secondary education was shortened from five to four years. Following reorganisa-
tion of tertiary education in Latvia, the consecutive model of training lasting five to
six years at ISCED level 5A was introduced, while concurrent training formerly cor-
responding to an ISCED level 5B qualification now leads to a qualification at ISCED
level 5A. In Malta in 1978, wholesale restructuring of the university led to the esta-
blishment of two new faculties, one of which was education. As a result, the level
of teaching qualifications for lower secondary education was raised from ISCED 5B
to ISCED 5A. Malta also adopted a special pattern of university studies between
1978 and 1987, which was geared to so-called student-workers and involved stu-
dents finding employment in a sector related to their course for half of the school
year. In this model, courses were extended from four to five years, which included
the concurrent form of teacher training. However, it was abolished in 1987 and
training was shortened once more to four years.
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FIGURE 1.3: CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY BETWEEN 1975 AND 2000/01
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Source: Eurydice.
Additional notes

Belgium (B de): There is no initial training for teachers in lower secondary education. The great majority were
trained in the French Community of Belgium throughout the entire period under consideration.

Germany: Before 1990, the diagram shows only the situation in the 11 original Lénder. Since 1975, in the
case of these Lénder and since 1990, in the case of the Lénder in eastern Germany, university training for tea-
chers in lower secondary education has lasted between seven and nine semesters depending on the category
of teacher concerned. There are different qualifications which correspond to the different types of schools clas-
sified at ISCED level 2, namely the Haupfschule (for the fifth to ninth years of schooling), Realschule (fifth to
tenth years), Gesamtschule (fifth to tenth years), and Gymnasium (fifth to tenth years), etc. After 1990, only the
Land of Baden-Wurtemberg continued to provide teacher training for lower secondary education in the
Pédagogischen Hochschulen.

Explanatory note

+ When two or three types of teacher training for lower secondary education coexist, they are shown in the
diagrams and separated by an @

« When the length of training varies, the commonest full period is shown in the diagram with all other pos-
sibilities given in brackets.

+ When the date of implementation of a reform is significantly different from that of the legislation that led to
it, the former date is shown in the diagram and explanations provided in the notes.

+ When criteria for selection at the point of entry to training are determined at central and institutional level,
itis the selection by institutions which is shown here (for further details on selection criteria, see Figures 2.6
and 2.7 in Chapter 2).
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FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Source: Eurydice.
Additional notes

Greece: In the entire period under consideration, initial training was in most cases of an exclusively general
nature. Courses specifically for training teachers existed in schools with appropriately specialised provision, as
well as in university faculties, but they were only compulsory in some cases. Under a 1997 regulation, a com-
pulsory additional year of professional teacher training for all future teachers in lower secondary education is
being introduced with effect from 2003.

Spain: Introduced in accordance with the Ley General de Educacién (LGE) in 1970, the Certificado de Aptitud
Pedagégica (CAP) was initially meant to be awarded by the Institutos de Ciencias de la Educacién (ICEs) esta-
blished by the universities. However, the ICEs were strongly criticised from the 1980s onwards. Since then, a
number of universities have closed them, entrusted their education faculties with the training of lower seconda-
ry schoolteachers or set up Centros Superiores de Formacién del Profesorado. The various institutions which
award the CAP may decide to introduce selection at the point of entry and determine the methods on which it
should be based but, in practice, any such form of selection is rare.

The Ley Orgénica de Ordenacién General del Sistema Educativo (LOGSE) approved in 1990 provided,
amongst other things, for the uniform training of teachers in a course known as the Curso de cudlificacién péda-
gégica (CCP) lasting at least a year, or even a year and a half. This new form of training became regulated in
1995. In 2000, a small number of universities introduced the CCP It is due for full implementation by 2002/ 03.
France: Although in the above diagram training is shown as being provided in accordance with the consecuti-
ve model, it may in some respects be regarded as concurrent in that, during their university education, students
may, if they so wish, undertake preliminary professional training to prepare them specifically for teaching. To
enrol in the former centres pédagogiques régionaux, students had to hold the qualification known as the
Certificat d'aptitude a la formation enseignante and the Certificat d'aptitude au professorat de I'enseignement
secondaire (CAPES) which is awarded to those who perform successfully in a competitive examination for public
service recruitment. The Instituts universitaires de formation des maitres (IUFMs, or university teacher training
institutes) were introduced in 1991, in accordance with a law of 1 July 1989. To progress to the second year in
an IUFM, students have to obtain the CAPES. A forthcoming reform is expected to place the competitive recruit-
ment examination for the CAPES at the end of the first semester of the first year. Although IUFM training
normally lasts two years, it is possible to enter the competitive examination without having done the first year.
Ireland: Concurrent training is offered to a minority of teachers and is focused on wood and metal technology,
science, home economics, art and design, religious education and physical education.

11



12

Inifial feacher training and transition fo working life

FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Additional notes

Netherlands: In 1985, preschool education was integrated into basic education, one year of which became
compulsory. Between 1975 and 1987, part-time forms of training also existed, namely the MO-opIeidingen,
and the MO-A certificate obtained on completing them enabled its holders to teach in lower secondary edu-
cation. In 1987, such training was brought into the hoger beroepsonderwiis (HBO) sector, while remaining part
time. From 2001 onwards, an optional final qualifying phase known asthe LIO (Leraar in Opleiding) was intro-
duced. This had already existed in a pilot project phase since 1995. It lasts five months when full time or ten
months if part time.

Austria: Teachers in Hauptschulen are trained in the Pédagogischen Akademien (concurrent model) whereas
those in the allgemeinbildenden hheren Schulen are university trained (consecutive model). At present, the uni-

versities are adapting teacher training in accordance with the concurrent model.
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FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Source: Eurydice.
Additional notes

Portugal: Besides the two main training models shown in the diagram, the escolas superiores de educacdo
(ESE) have since 1997 been able to offer special training that lasts four or five years and is based on the
concurrent model, for teachers working in the third stage of ensino basico, but the study plans have not yet
been the subject of regulations.

Finland: Teachers working at ISCED level 2 are mainly trained in accordance with the concurrent model. The
introduction of the concurrent model and the lengthening of the first phase of the consecutive model occurred
in 1980 on the basis of legislation dating from 1978.

Sweden: Between 1988/ 89 and 2000/ 01, teachers working at the seventh year of the grundskola could be
trained in accordance with either of the two forms of training shown. Since the autumn of 2001, there has been
just one form of training for grundsko/a teachers, provided in accordance with the concurrent model. However,
it has retained the differences in duration between the initial training of teachers intending to work in the lower
years (training lasts three-and-a-half years for teachers of the first to the sixth year) and the final years (four-
and-a-half years of training for teachers of the seventh to ninth years).

United Kingdom (E/ W/ NI): The consecutive model is the most common route for secondary education teachers.
In England and Wales, the mid-1980s marked the end of a process of change which began in the 1970s whe-
reby many colleges of education were closed and initial teacher training was increasingly provided in higher
education institutions. Since the late 1980s/ early 1990s, a number of alternative routes to qualified teacher
status have been available in England including part-time and employment-based training. In Wales, a final
qualifying induction phase lasting a year is being introduced in 2003.

13
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FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Additional notes

United Kingdom (SC): From 1992 onwards, the professional phase of consecutive teacher training was gra-
dually transferred from the colleges of education to the university faculties of education. Just one college of edu-
cation remains, while five faculties of education provide this phase of training. A minority of teachers are trai-
ned in accordance with the concurrent model, in particular for the teaching of music, technological subjects and
physical education.

Bulgaria: Some university faculties concerned with teacher training have recently introduced concurrent models
of training.
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FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Source: Eurydice.
Additional notes

Czech Republic: Besides the education faculties, the faculties of philosophy, science, mathematics and physics
and physical education in the universities also offered training for teachers in lower secondary education bet-
ween 1980 and 1990.

Estonia: Concurrent training is being extended from four to five yearsin 2001/ 02.

Cyprus: Teachers for secondary education have customarily been trained in foreign universities, in which they
receive general subject-based training. Most such training has been provided in Greece. Since the founding of
the University of Cyprusin 1992, a small proportion of prospective teachers have been trained at the University
where they received solely general training until the introduction of the final qualifying phase in 1999.
Latvia: In the consecutive model, the first stage can be a Bachelor’s degree course either in education or in ano-
ther field of study. Concurrent training lasting four years and leading to an ISCED level 5B qualification is also
available for prospective teachers of music.

Lithuania and Hungary: See page 17.
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FIGURE 1.3 (continued): CHANGES IN THE STRUCTURE OF INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) BY COUNTRY
BETWEEN 1975 AND 2000/01
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Additional notes (continued)

Lithuania: In addition to the two training paths shown in the diagram, training at ISCED level 5B has been pos-
sible since 1993. This provision is for prospective teachers of foreign languages, art, music, crafts and
Lithuanian as the official state language, in lower secondary schools in which the language of instruction is not
Lithuanian. Since 1975, the main training institutions have been the Vilniaus universitetas, Vilniaus pedagogi-
nis universitetas (until 1992: Vilniaus pedagoginis institutas), Siauliy universitetas (until 1997: Siauliy
pedagoginis institutas), Lietuvos muzikos afademi/a (until 1992: Lietuvos konservatorija), Klaipédos
universitetas (since 1991), Lietuvos kano kultiros akademija (until 1999: Lietuvos kano kultdros institu-
tas).

Hungary: Since 1994, teachers for primary education have been trained to give classes in some subjects in the
fifth and sixth years of the single structure (corresponding to the first two years of ISCED level 2). Since 1997,
the fsiskola szintij tanar szak have been legally entitled to offer training in accordance with the consecutive
model, but they rarely do so.

Malta: In 1978, training provided by the Malta College of Education and the Malta College of Arts Science
and Technology (MCAST) was extended to four years and the first degree course was introduced before this
provision was transferred some months later to the University and extended by a further year. Professional trai-
ning lasting a year was regularly provided for the benefit of students with a Bachelor’s degree. It was abolis-
hed in 1978 when the government imposed a numerus clausus and introduced selection at the point of entry
to university training. The one-year course was reinstated in 1990.

Poland: Until 1999, lower secondary education corresponded to the last five years of szkofa podsfawowa.
Only the most common pattern of training since 1975 is shown in the diagram. Other training options have
existed since 1990, including a three-year course for foreign language teachers.

Romania: Before 1989, university admission procedures were the responsibility of the Ministry of Education.
Since then, government-dependent private universities have determined their own procedures, while the state
universities have done so since 1995.

Slovenia: Following legislation adopted in 1996, schooling at the osnovna sola was to be gradually extended
from eight to nine years from the 1999/ 2000 school year onwards. This measure will be fully implemented by
2003/ 04. The Pripravnisivo was introduced before 1975 as a compulsory probationary year for fully quali-
fied beginning teachers. On completion of this year, teachers had to pass the nationally organised Teacher
Certification Examination. In 1996, the Pripravnistvo became a final qualifying phase.

Slovakia: Besides the education faculties, the faculties of philosophy, science, mathematics and physics and
physical education in the universities also offered training for teachers in lower secondary education between
1980 and 1990.

2. AIMS OF THE REFORMS

If one examines the aims of reforms concerned with initial training, two main areas
of concern may be identified, namely that of improving quality and making provi-
sion more uniform. Figure 1.4 indicates the main aims of reforms that have altered
teacher training for lower general secondary education since 1970 in terms of its
level, length, the concurrent or consecutive model to which it corresponds or the
introduction of a final ‘on-the-job’ qualifying phase. It does not take account of ter-
tiary education reforms that have had implications for teacher training.
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FIGURE 1.4: MAIN AIMS OF REFORMS WHICH HAVE AFFECTED INITIAL TEACHER TRAINING
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) SINCE 1970
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Additional notes

Austria: The 1975 and 2000 reforms related to training for Hauptschule teachers.

Source: Eurydice.

United Kingdom (E/ W): The long process in which concurrent training was made more uniform between the
1970s and the mid-1980s was aimed at improving quality. This aim has also been sustained by reforms other
than structural ones undertaken in the 1980s and 1990s, some of which are referred to in Chapter 3. In Wales,
a final qualifying induction phase lasting a year is being introduced in 2003.

Latvia: The 1987 reform, which abolished the possibility of embarking on initial teacher training without having
gone through general upper secondary education, sought to reinforce the academic dimension of training by
raising the general level of knowledge possessed by students at the outset.

Slovenia: Training institutions (the pedagoska akademija) will become pedagoska fakulteta in 1991.

Explanatory note

Countries not shown in this table are those that do not provide any initial teacher training for lower seconda-
ry education (the German-speaking Community of Belgium and Liechtenstein), or which have not undertaken
any major structural reforms of initial training since 1970 (Hungary and Romania).
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The desire to improve the quality of training is usually reflected in its acquiring a
more professional focus (with theoretical and practical teacher training occupying
a more prominent position), and to a lesser extent a more academic focus (reflected
in more demanding requirements as regards the content of learning). In only a
small number of countries to date has training been devoted to learning about
the methods of academic research. More uniform training has also been an aim in
several countries. This is associated with a variety of contexts, such as single
structure compulsory education, the differing status of teachers or the autonomy of
training institutions.

The countries concerned have generally imparted a more professional focus to trai-
ning by introducing a final qualifying phase, extending the period of training, or
strengthening the concurrent model. The academic dimension of training has often
been boosted by raising the level of the qualification obtained on its completion,
whether or not its duration is also extended.

The move towards more professionally-oriented training has to be seen against the
background of radical changes in secondary education in recent decades, namely
its ‘massification’ and the fresh challenges facing teachers in terms of the range of
pupils with whom they have had to deal. They are increasingly expected to assume
a new role calling for skills other than the ability to teach a particular subject. In the
Netherlands, the 1986 reform aimed to help teachers become ‘educators’ in a
broader sense and respond to very different kinds of pupils and their requirements,
in addition to subject teaching. Since the beginning of the 1990s in Norway, trai-
ning has had to do more to enable teachers to cope with many different social
changes. The purpose of making the concurrent model the dominant model of trai-
ning (at the expense of the consecutive model) in Sweden since 2001 has been to
place greater emphasis on skills specifically characteristic of the teaching profes-
sion, which at primary and secondary levels are horizontal skills.

The academic dimension of training has been boosted in the French Community of
Belgium, where the 1984 reform sought to attach greater importance to the kno-
wledge teachers had of their subjects. In Austria, changes in training in the
Pédagogischen Akademien since 2000 are intended to enable them to function
more like universities with greater freedom to devise their own courses. In the
1970s, educators in Malta felt the need to improve the quality of teacher training,
in view of the educational changes that were taking place both nationally and inter-
nationally. The restructuring of the University provided the opportunity for training
to be transferred to it.

In 1991, training in Slovenia was brought more into line with the university model,
which has not always been viewed as of long-term benefit. Training has become
more academic in nature while its professional component has been shortened,
with the result that some now regard it as over-theoretical rather than more pro-
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fessionally oriented. Furthermore, it has lacked uniformity in that the concurrent
training provided in the new pedagoska fakulteta, which are more autonomous
than the former pedagoska akademija, coexists with the consecutive form of trai-
ning offered by the universities. These variations are associated with certain adver-
se consequences such as lack of uniformity in compulsory and upper secondary
education and the weak professional identity of teachers.

Lack of uniformity in the training of teachers working at the same level or at diffe-
rent levels did much to drive reform in seven of the countries studied. In Spain, the
aim of a new kind of professional training undergoing a period of transition up to
2003 is to integrate the different types of training that owe their existence to the
wide variety of current training structures (7) resulting from the autonomy of tertia-
ry education institutions.

In the United Kingdom, (England and Wales), the long process of change to an all-
graduate profession between the 1970s and mid-1980s was a response to the
fragmentation of teacher training provision. There was considerable variation in
initial teacher training courses, with some institutions focusing more on professio-
nally oriented courses (such as curriculum studies) and time spent in school, and
others, including many of the ‘old’ universities, with a strong emphasis on theory.
However, in 1983 and 1984, there was a shift of emphasis to the development of
more practically focused professional preparation for teaching.

In the other countries that shared this aim, the idea was to lessen differences (in trai-
ning and/ or status) among teachers. Thus the desire to provide more uniform trai-
ning for teachers in single structure schooling inspired the 1980 reform in Finland,
while the 2001 reform in Sweden sought greater uniformity in teacher training for
upper secondary education as well as for the single structure. In both countries, the
goal of greater uniformity was reflected in the introduction or strengthening of the
concurrent training model. The fact that training in Sweden is now provided solely
in accordance with the concurrent model should henceforth make for greater flexi-
bility in transferring teachers from one level of education to another, provided that
they undergo further specialist training to supplement their first degree.

As a result of the 1980 reform in (then) Czechoslovakia, differences in the length
and content of training for lower and upper secondary schoolteachers respectively
were abolished. The reform occurred under somewhat unusual circumstances com-
pared to those described so far, in that a communist regime initiated a highly volun-
tarist education policy as a powerful ideological tool. After the fall of the regime in
what is now the Czech Republic, the 1990 reforms reasserted the distinction bet-
ween lower secondary and upper secondary schoolteachers. (They also reflected
determination to radically change the education system by doing away with its
strong ideological dimension.)

()  See the additional notes to Figure 1.3.
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In the French Community of Belgium, the difference in the level of training received
by primary and lower secondary schoolteachers, on the one hand, and by those
working in upper secondary education, on the other, has been the subject of a
debate which has so far resulted in the adoption of new legislation (decrees of 12
December 2000 and 8 February 2001) so that the aims of initial teacher training
are the same, irrespective of the level of education concerned. Both decrees serve
the twofold purpose of upgrading the teaching profession and strengthening its
professional focus. Yet there is still a difference in level of qualification between
those who teach in lower and upper secondary education.

In Germany and Austria, some reforms in initial training reflected concern that
there should be fewer differences of status between teachers. In both countries,
compulsory education is characterised by the existence of several types of educa-
tion at a single level. The aim of the 1970 reforms in Germany, which transferred
the training of all teachers to universities, while retaining differences of duration
and content, depending on the level for which they were destined, was to attenua-
te differences in status between the various categories of teacher in the context of
a tripartite education system.

In Austria, teacher training is at present the subject of controversy which has led,
in particular, to the reform of training for Haupfschu/e teachers implemented in
2000/ 01. In their case, the debate has related to both the quality of their training
and their social status. However, the issue of separate types of training for teachers
in Hauptschulen and allgemeinbildenden héheren Schulen has not been considered
in current debate. Neither has the provision of secondary education in two paral-
lel systems been challenged.

Determination to focus training on the methods of academic research was a
feature of the 1972 reform in Iceland. The aim at that time was to train teachers to
exploit the various teaching methods and methodologies consolidated by research.
Similarly, in Austria, the Pddagogischen Akademien have been able since 2000 to
include such research among their activities. And in Sweden, training has been
based on it to a greater extent since 2001 both to improve training and also to offer
graduate teachers the chance to undertake further research in fields such as
educational theory.

21






Chapter 2 — Structure and organisation of initial training

CHAPTER 2
STRUCTURE AND ORGANISATION OF INITIAL TRAINING

INTRODUCTION

Structural reforms that have affected the length and/ or level of initial teacher trai-
ning were examined in Chapter 1. The present chapter analyses in greater detail
the situation prevailing specifically in 2000/ 01. It contains three sections dealing
with different aspects of the structure and organisation of initial training.

The point at which professional training begins, as well as the amount of time devo-
ted to it within initial training as a whole, has a considerable bearing on the level
of insight that prospective teachers will have into the requirements of their future
profession. Section 1 addresses the two main ways of distributing professional trai-
ning within training overall, namely the concurrent and consecutive models. The
section describes the extent to which one or other model is preferred in the various
European countries, the duration and level of training and the relative share of pro-
fessional training in all initial training. It shows that in the majority of European
countries, professional training begins at the start of tertiary education. The deci-
sion to go into teaching is therefore taken at a very early stage by candidates who
are directly and progressively initiated into the professional skills that have to be
mastered by the time they qualify.

W hether or not to limit the number of places at the point of entry to initial training
is a matter for the public authorities. Their decision may be determined by finan-
cial considerations and the enrolment capacity of institutions, as well as by plan-
ning policies to regulate the supply of and demand for teachers. The ways in which
initial training is accessed play a role in the decision to enrol and, by this token,
have implications for the attractiveness of that training. Section 2 of the present
chapter is devoted to thisissue and assesses the situation regarding access to initial
training, possible limitations on the number of places at the point of entry and,
where appropriate, the kinds of selection criteria adopted. The analysis clearly indi-
cates that the majority of European countries have decided to limit the number of
places available for initial training and, more generally, for tertiary education.

Finally, other recent alternatives to initial teacher training programmes for general
lower secondary education are reviewed in section 3.
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1. MAIN MODELS OF INITIAL TEACHER TRAINING

Teacher training usually includes a general and professional component. The gene-
ral component is given over to courses covering general education and study of the
one or more specific subjects to be taught. The professional component involves
courses devoted to the required teaching skills and school teaching placements. This
theoretical and practical professional training may be provided either from the out-
set of tertiary education and thus at the same time as general training (the concur-
rent model), or get under way in a distinct second phase in which some general
courses may also be taken (consecutive model). An upper secondary school lea-
ving certificate is the qualification required to undertake training in accordance
with the concurrent model as is also, in some cases, a certificate of aptitude for ter-
tiary education. In the consecutive model, students who have received tertiary edu-
cation in a particular field at university then move on to postgraduate professional
teacher training.

In a few countries, teacher training for general lower secondary education ends
with a final ‘on-the-job’ qualifying phase. This period of transition between initial
training and entry into teaching as a fully-fledged member of the profession is dis-
cussed in detail in Chapter 5.

Figure 2.1 shows how the initial training of general lower secondary schooltea-
chers is structured in accordance with the concurrent or consecutive model.

Most countries with only one model of training adopt the concurrent model. And
among countries in which both models coexist, the concurrent model is also the
dominant one, except in Ireland, Portugal and the United Kingdom in which the
consecutive model is more common. At present, initial teacher training in Greece
consists only of general education. All teachers must have a university degree, but
whether their training includes a professional phase depends on their training insti-
tution and it is not compulsory.
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FIGURE 2.1: THE STRUCTURE OF INITIAL TEACHER TRAINING
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Concurrent model

Consecutive model

Coexistence of both models

Solely general training

OEE mEN

Training abroad

Source: Eurydice.

Additional notes

Belgium (B de): Initial training is provided outside the Community. Most teachers are trained in the French
Community of Belgium.

Greece: Professional teacher training will be compulsory in 2003. At present, its provision depends on the trai-
ning institution and the subjects in which prospective teachers intend to specialise.

France: Although training is normally classified as in accordance with the consecutive model, it may to some
extent be regarded as an intermediate form (standing mid-way between consecutive and concurrent models)
since, during their first years of general training at the university, students may, if they so wish, undertake pre-
liminary professional training to prepare them specifically for teaching.

Ireland, Portugal and United Kingdom (SC): The consecutive model is the most widespread

Luxembourg: Only the final qualifying phase for trainee teachers is provided within Luxembourg.

Austria: The consecutive system is in a transitional phase that is becoming increasingly similar to the concur-
rent model.

Finland, Iceland, Norway, latvia, Lithuania, Malta and Slovenia: The concurrent model is the most widesp-
read.

Sweden: Since the 2001 school year, there has been just a single type of training for grundskola teachers which
is provided in accordance with the concurrent model.

United Kingdom (E/ W/ NI): The most common training route corresponds to the consecutive model, with a first
degree followed by a one-year Posfgraduafe Certificate in Education (PGCE) course. However, in England and
Wales, there are a number of alternative routes to Qualified Teacher Status, including part-time and employ-
ment-based training.

Liechtenstein: Future teachers undergo training in Austria or Switzerland.

Bulgaria: The main model in Bulgaria is the consecutive model. However some university faculties have recent-
ly introduced the concurrent model.

Cyprus: The majority of those intending to teach are trained in Greece, even though training has been offered
in Cyprus since 1992. The final qualifying phase is compulsory for all new trainee teachers recruited to a post.
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1.1. Level of training

In all countries, teacher training for general lower secondary education is provided
in tertiary education and leads, in most cases, to a university level qualification
(ISCED 5A). However, in Belgium and Denmark, teachers enter the profession on
completion of non-university tertiary education (at ISCED level 5B). This training is
in accordance with the concurrent model. The consecutive model on the other hand
is always at university level. In twelve countries the two models coexist and are at
university level.

1.2. Length of training

The duration of teacher training for general lower secondary education may vary
from one country to the next, but in many countries, training lasts between four and
four-and-a-half years and is more often provided in accordance with the concur-
rent model than the consecutive model.

As Figure 2.2 shows, two groups of countries do not conform to this trend. First,
training lasts between three and three-and-a half years in Belgium, Austria (for
Hauptschule teachers), and Iceland. In all these cases, it is provided in accordance
with the concurrent model.

By contrast, in the second group of countries, the minimum length of training is six
or more years. This is the case in Germany (concurrent model), ltaly, Luxembourg
and Portugal (consecutive models) and Scotland (concurrent and consecutive model).

In some countries, teacher training for general lower secondary education is provi-
ded in accordance with both models. In the majority (Ireland, Finland, Sweden,
the United Kingdom, Norway, Malta and Slovenia), the minimum length of training
is the same for both.

In Austria, Portugal, Iceland and Lithuania, training based on the consecutive model
lasts longer.
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FIGURE 2.2: MINIMUM LENGTH AND MODEL
OF INITIAL TEACHER TRAINING FOR GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

LENGTH CONCURRENT MODEL CONSECUTIVE MODEL
3-3,5 YEARS B, A (Hauptschule), IS
4-4,5 YEARS DK, IRL NL, S, UK (W), NO, CZ, EE, LV, LT, HU, | E IRL S, UK (W), IS, NO, BG, MT
MT, RO
5-5,5 YEARS P, FIN, UK (E/ NI), PL, SI, SK F, A (AHS), FIN, UK (E/ NI), CY, LV, LT, SI
& OR MORE YEARS D, UK (SC) 1, L, P, UK (SC)

Source: Eurydice.
Additional notes

Germany: The diagram shows the length of training for teachers qualifying for the Gymnasium.

Greece: The minimum length of general training is four years at university level. Professional teacher training
will be compulsory in 2003. At present, its provision depends on the training institution and the subjects in
which prospective teachers intend to specialise.

Luxembourg: The general training has to be undertaken abroad. Its minimum length is four years at universi-
ty level. Only the final qualifying phase for trainee teachers is provided within Luxembourg. The length of initial
training does not include the period required to complete a research project whose duration is variable.
Sweden: Since the 2001 school year, there has been just a single type of training for grundsko/a teachers which
is provided in accordance with the concurrent model.

United Kingdom (W): From 2003 in Wales, newly qualified teachers are required to satisfactorily complete an
induction year following initial teacher training.

Liechtenstein: Future teachers undergo training in Austria or Switzerland.

Estonia: Training was extended to five yearsin 2001/ 02.

Cyprus: The majority of those intending to teach are trained in Greece, even though training has been offered
in Cyprus since 1992. The minimum length of general training is four years at university level. The professio-
nal training of teachers occurs during the final ‘on-the-job’ qualifying phase.

Lithuania: There is also a three-year concurrent training path for future teachers of foreign languages, music,
art and crafts and of Lithuanian in schools whose language of instruction is other than the state language.

Explanatory note

The table shows only the compulsory minimum length of training and, where applicable, includes the final ‘on-
the-job’ qualifying phase.

1.3. Status of professional training within training overall
In terms of its content, the initial training of teachers has two main components:

» general training is devoted to general courses and mastery of the subject(s) that
trainees will teach when qualified. The purpose of these courses, therefore, is to
provide trainees with a thorough knowledge of one or more subjects and good
general knowledge.

« professional training corresponds to the theoretical and practical part of training
devoted to teaching as such. In addition to courses on school-related legislation,
the history and sociology of education, psychology and teaching methods and
methodology, it includes short and (usually) unremunerated in-class placements
with the exception of the final ‘on-the-job’ qualifying phase described in Chapter 5.
These placements are supervised by the teacher in charge of the class concerned
and are periodically assessed by teachers at the training institution. This profes-
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sional training provides prospective teachers with both a theoretical and practi-
cal insight into their future profession.

Figure 2.3 shows the minimum length and level of education, and the minimum
proportional share of professional training within training overall and includes,
where applicable, the final ‘on-the-job’ qualifying phase.

FIGURE 2.3: MINIMUM LENGTH AND LEVEL OF INITIAL TEACHER TRAINING FOR GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A) AND MINIMUM PROPORTION OF TIME
DEVOTED TO PROFESSIONAL TRAINING, 2000/01

Years Years
8 8
7 7
6 6
5 5
4 4
3 3
2 2
1 1
0 H H 0

B scepsa [C iscensB

: Compulsory minimum proportion of professional training

.

¢ Compulsory minimum proportion of professional training, including the final ‘on-the-job’ qualifying phase
-

=
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Is u NO BG cz EE cYy [\ LT HU MT PL RO S SK
L | 478 () |387] 05 0 15 163 | 20 |21.7|583 | 14 | 184 0
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Source: Eurydice.
Additional notes

Belgium (B de): Initial training is provided outside the Community. Most teachers are trained in the French
Community of Belgium.

Germany: University level training which lasts between seven and nine semesters (three-and-a-half and four-
and-a-half years) depending on the Lehramt (teaching qualification) at the Universitdt, Kunsthochschule,
Musikhochschule or Pédagogische Hochschule (in one Land) is followed by two years of Vorbereitungsdienst.
The diagram shows the length of training for teachers qualifying for the Gymnasium.

Greece: Professional teacher training is not compulsory. Its provision depends on the training institution of pro-
spective teachers and the subjects in which they are specialising. With effect from 2003, future teachers will
have to obtain a certificate testifying to their teaching skills.

Spain: The university qualification obtained after four-, five- or six-year courses is not a qualification for tea-
ching at secondary level. It is necessary to take a teacher training course lasting a minimum 300 hours. The
new professional training study programme, which has so far been implemented in only a few universities, com-
prises a total course load of 600 to 750 hours.

France: Students who have obtained a university degree and have been successful in the open competition for
the Certificat d'aptitude au professorat de I'enseignement secondaire (CAPES) are admitted to professional trai-
ning in the IUFRM, which constitutes the final ‘on-the-job’ qualifying phase. The first year of the IUFM is optio-
nal.
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Additional notes (continued)

Ireland: W hether training is provided in accordance with one or other model, it lasts four years and the rela-
tive proportion of professional training does not vary.

Italy: Since the 1999/ 2000 school year, the university qualification obtained after a minimum of four years has
no longer been a qualification for teaching at secondary level. A professional qualification is obtained after a
two-year postgraduate course culminating in an examination.

Luxembourg: The general training has to be undertaken abroad. Its minimum length is four years at universi-
ty level. The length of initial training does not include the period required to complete a research project whose
duration is variable. The professional training of teachers occurs during the final ‘on-the-job’ qualifying phase.
Netherlands: Initial training requires 168 units (equivalent to four years of study). There is no prescribed
amount of time for specifically professional training with the result that the proportion of time devoted to it is
an estimate based solely on school placements. From 2001 onwards, an optional final qualifying phase known
asthe LO (Leraar in Opleiding) was introduced. This had already existed in a pilot project phase since 1995.
It lasts five months when full time or ten months if part time.

Austria: This diagram illustrates the training of teachers for the Hauptschule (left-hand column) and the allge-
meinbildende héhere Schule (right-hand column). Training for the latter lasts four-and-a-half years and is fol-
lowed by a final ‘on-the-job’ qualifying phase. Institutions have some room for manoeuvre as regards the
amount of professional training provided.

Portugal: This diagram illustrates the consecutive model of training of teachers for the third stage of ensino bdsi-
co. Training in accordance with the concurrent model lasts five years. Both training routes include a final ‘on-
the-job" qualifying phase.

Finland: The information relates mainly to specialist subject teachers in the last three years of
peruskoulu/ grundskola. The diagram shows training provided in accordance with the concurrent model.
Training in accordance with the consecutive model normally takes longer, although the relative proportion of
professional training does not substantially change.

Sweden: The information relates to teachers working in the last six years of the grundskola. Since the 2001
school year, there has been just a single type of training for grundsko/a teachers which is provided in accor-
dance with the concurrent model.

United Kingdom (E/ W/ NI): The professional component of initial training is defined in relation to standards
and skills rather than minimum quantitative requirements. However, there are specific requirements regarding
the time that future teachers have to spend in schools (24 weeks within one-year of full-time postgraduate trai-
ning in accordance with the consecutive model). In addition, successful completion of an induction period is
necessary to continue to teach in maintained schools in England and Northern Ireland (in Wales from 2003).
United Kingdom (SC): Training lasts four or five years and is followed by up to two years of probationary ser-
vice.

Iceland: The diagram illustrates the concurrent model, which is the most widespread one.

Norway: The diagram illustrates training provided in the Hzgskole. At the Universitet, training may last from
four to seven years depending on the subject chosen. The shorter the overall course, the greater the relative pro-
portion earmarked for professional training (ranging from 25 %in the case of a four-year course to 14.3 % for
a seven-year one).

Bulgaria: Training may last four or five years. The share devoted to professional training is 0.5 % of the entire
training of mathematics teachers.

Czech Republic: Training lasts from four to five years.

Estonia: Training was extended to five yearsin 2001/ 02.

Cyprus: The majority of teachers undergo the general stage of their training abroad. Its minimum length is four
years at university level. The professional training of teachers occurs during the final ‘on-the-job’ qualifying
phase.

Latvia: Training lasts from four to six years. As the time devoted to professional training depends on the insti-
tution, the diagram only indicates professional training gained in school placements as this is centrally deter-
mined.

Lithuania: There are three training paths. The two most common models are four-year training provided in
accordance with the concurrent model and five-year training in accordance with the consecutive model. A
three-year training course can be taken in a teacher training college.

Malta: Training in accordance with the consecutive model may last four or five years. Professional training is
provided in a PGCE course lasting one year. The proportion of professional training shown here applies sole-
ly to the concurrent model, provided at the University of Malta.

Poland: Several training routes may be identified and the most widespread model is shown here. For teachers
of foreign languages, a three-year training course is also provided (with the proportion of professional training
accounting for 19 %).
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Additional notes (continued)

Romania: Training may last four or five years.

Slovenia: The official period of training is four years for the concurrent model excluding the 10-month final ‘on-
the-job’ qualifying phase. Four-and-a-half year training is provided in accordance with the consecutive model.
The professional training lasts 6 months. Trainee teachers are entitled to undertake their professional training
phase and the final ‘on-the-job’ qualifying phase within the same 10-month period.

Explanatory note (Figure 2.3)

The figure only shows the compulsory minimum length of training. When determining the proportion of professional trai-
ning in total initial training, only the compulsory minimum curriculum for all future teachers is taken into account. Within
this compulsory minimum curriculum, a distinction is drawn between general and professional training (as defined above).

Some courses are regarded as belonging to both professional training and general, subject-oriented training. W here
a course involves both study of a specific subject and the methodology required to teach it, the time earmarked for this
course has been divided in two and allocated in equal amounts to general and professional training respectively.

As Figure 2.3 indicates, professional training constitutes more than 50 % of the
whole only in three countries: Belgium (French Community), Germany and Malta.
In all of these cases, training is organised in accordance with the concurrent model.
In the other countries, where training is organised according to the concurrent
model, this proportion is still very high, often more than 30 % of the whole training.

On the other hand, in countries which organise initial teacher training according to
the consecutive model, the proportion of professional training within training as a
whole is always lower than 30 %, with the exception of ltaly, Luxembourg, Austria
and Portugal.

Some countries organise their training according to the two main models of trai-
ning. In Austria, Iceland, and Slovenia, the proportion of professional training is
higher in training that follows the concurrent model. However, in Ireland, Finland,
Sweden and Lithuania, there is no apparent correlation between the amount of pro-
fessional training and the training model.

To sum up, the concurrent model predominates in initial teacher training for gene-
ral lower secondary education in Europe, and it is generally within this context that
the amount of time earmarked for professional training is greatest.
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2. ACCESS AND SELECTION

Access to initial teacher training for general lower secondary education may nor-
mally be restricted at either one or two pointsin training, depending on whether it
is provided in accordance with the concurrent or consecutive model. In the concur-
rent model, there is only one point of access. By contrast, in the consecutive model,
there are two such points. The first corresponds to access to the phase of ‘general
education’, which is normally associated with access to university-level courses and
not to teacher training as such. The second corresponds to access to the second
phase (professional training) of the consecutive model, which may be subject to
conditions different from those of the first.

Access to initial teacher training may be defined as either open or restricted. In an open
system, admission is subject solely to obtaining an upper secondary school leaving cer-
tificate (ISCED 3) or its equivalent. In the case of the consecutive model, a system may
be regarded as open if the sole requirement for admission to the professional training
phase, isthe qualification obtained at the end of ‘general education’ (which corresponds
in all cases to a university degree).

In a restricted system, admission is subject to a selection procedure that supplements
possession of the upper secondary school leaving certificate or the qualification obtai-
ned on completion of ‘general education’. This further procedure may be governed by
various criteria considered separately or in combination, such as performance in upper
secondary education (in terms of results obtained in the upper secondary school leaving
examination and/ or school records), performance in an entrance/ competitive exami-
nation or the results of an interview.

Selection criteria and the number of places available may be established centrally (at
national or regional levels), or locally by individual training institutions.

This section will

1) indicate those countries in which access to teacher training is limited and the point of
access at which selection is practised (if there are several points);

2) describe the methods of selection and also indicate, in the case of either of the two
models, the decision-making level(s) responsible for limiting places as well as reasons
for changes in selection procedures,

3) introduce some statistics on the numbers of applications for the year 2000/ 01.

Only in the case of France and Luxembourg does the section refer to competitive
recruitment examinations for securing access to the teaching profession, given that such
examinations in both countries also provide access to professional training.
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2.1. Restricted or open access to training

Figure 2.4 shows the countries and training model for which access to initial tea-
cher training is open or restricted.

FIGURE 2.4: ACCESS TO INITIAL TEACHER TRAINING FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01

Concurrent model

Consecutive model

Coexistence of both training models
Restricted

Training abroad

SENE Nopw

Source: Eurydice.
Additional notes

Denmark: At half of the colleges, all applicants are freely admitted, whereas others, in the big cities, may have
to apply a selection procedure.

Greece: Professional teacher training will be compulsory in 2003. At present, its provision depends on the trai-
ning institution and the subjects in which prospective teachers intend to specialise.

Spain: The various institutions which award the certificado de aptitud pedagégica (CAP) may decide to intro-
duce selection at the point of entry and determine the methods on which it should be based but, in practice,
any such form of selection is rare.

Luxembourg: The general training part is provided at training institutions abroad. The selection procedure gives
access to professional training in a final ‘on-the-job” qualifying phase.

Liechtenstein: The initial training is provided at training institutions abroad, in Austria or Switzerland.
Cyprus: The selection procedure gives access to professional training in a final ‘on-the-job’ qualifying phase.

Access to initial teacher training is restricted in most European countries, irrespec-
tive of the training model concerned. It is open only in Belgium, Germany, the
Netherlands, and Austria. In the case of half the training institutions in Denmark,
the existence of a selection procedure is determined by the enrolment capacity of
the training institution. As regards the consecutive model, access to the general and
professional training phases is restricted in all countries (except in Austria and the
general phase in France and ltaly).
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2.2. Decision-making levels that limit places

FIGURE 2.5: DECISION-MAKING LEVEL WHICH LIMITS THE NUMBER OF
STUDY PLACES FOR INITIAL TEACHER TRAINING FOR GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01
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@ The number of places is limited at both levels

Source: Eurydice.
Additional notes

France: There is an institutional selection procedure for entry to the first year of professional training in the
IUFM, and a national competitive examination at the end of the first year providing access to a final ‘on-the-
job’ qualifying phase.

Portugal: For both models, the number of places for the final ‘on-the-job’ qualifying phase is limited by the
Direcgdes Regionais de Educacdio (DRE), which report to the ministry of education. Only the DRE of the auto-
nomous regions Azores and Madeira are responsible to the regional gouvernments.

Czech Republic: The number of places is limited at central level (formula funding) and institutional level (enrol-
ment capacity), but the institution is fully autonomous and takes any final decision on its own initiative.
Hungary: The number of places is limited at central level (for state-financed places) and institutional level
(depending on enrolment capacity).

Explanatory note

In the case of the consecutive model, only the limitation of places for the professional training phase is taken
into account.

The number of places may be limited because it is centrally planned or determined
at institutional level. Central planning may occur for budgetary reasons, including
the management of state-financed places (as in Hungary), or as a way of regula-
ting the supply and demand for qualified teachers. In this case, the measure concer-
ned may be used either to prevent oversupply or to attract student teachers to cer-
tain subjects expected to experience staffing problems. ltaly, Luxembourg, Finland,
the United Kingdom, Norway and Lithuania have introduced provisions of this kind.
In order to regulate access in accordance with the limited enrolment capacity of
training institutions, Ireland has recently introduced selection at the beginning of the
professional training stage.

Independently of the model of training, places are more often limited at central than
at institutional level, with the exception of some EU candidate countries. In quite a
few countries, however, places are limited at central level and further limits are also
imposed by institutions.
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2.3. Selection criteria

Figures 2.6 and 2.7 summarise the different selection criteria used throughout
Europe in each of the two models, and indicate the level (corresponding to the
ministry, other education authority or the training institution itself) which is respon-
sible for determining the selection procedure. Not all selection procedures indica-
ted here relate exclusively to teacher training. They may also govern access to ter-
tiary education in general.

FIGURE 2.6: SELECTION CRITERIA FOR ACCESS TO INITIAL TEACHER TRAINING
(CONCURRENT MODEL) FOR GENERAL LOWER SECONDARY EDUCATION
(ISCED 2A) AND THE DECISION-MAKING LEVEL WHICH IS RESPONSIBLE
FOR THE SELECTION PROCEDURE, 2000/01

CRITERIA FOR SELECTING CANDIDATES

o g c 5 . - 5
g | 5| g8 £3 A 8 8 g
5 | w% | 8E5 |58 ¢ | 5 | e 5 | 8 | B
8 g0 33E (8229 oo |E_E H] 2 5 =
5 52 | o2 |Ex55| 2% |E528| g ° 8 g
E ES | 382|582 23 |s288| £ 5 P 5
g S5 | 582 |8%EE| 2% |SESB| & g ° ®
& &g | <58 |23%E| St 2228 2 = 2 8

B =) =) =) =) =) =) &) =)

DK v o

D =) =) o =) =) =) o =)

IRL v v

NL =) =) ) E) =) =) =) =)

A =) =) =) =) =) = =) =)

P [ ] [ ] [ ]

FIN [ ] [ ] [ ] [ ]

S [ ] [ ]

UK ve ve ve

IS [ ] [ ] [ ]

u =) =) [ =) =) =) =) =)

NO v v

cz [ ] [} [}

EE [ ] [ ]

Lv [ ] [ ] [ ] [ ]

LT v [ ] o

HU v v v

mT ° = = =)

PL [ ] [ ] [ ] [ ]

RO [ ] [ ] [ ] [ ]

Sl v

SK [ ] [ ] [ ] [ ]

V¥ The selection criterion is established at central level
@ The selection criterion is established at institutional level

S : Eurydice.
Additional notes (see next page) ouree: Juryd




Chapter 2 — Structure and organisation of initial training

Additional notes (Figure 2.6)

Ireland: The interview does not apply to all cases.

Portugal: At ingtitutional level, this criterium only exists for future teachers of physical education.

Finland: Some universities select students at the point of entry, taking their performance at upper secondary
level into account. In others, selection occurs only after one or two years of study, with due regard for their aca-
demic performance during that period.

Sweden: A national aptitude test for admission to higher education may be taken. A certain number of places
are set aside for applicants that pass it.

United Kingdom: The requirements for England, Wales and Northern Ireland state that all trainees should ‘pos-
sess the personal, intellectual and presentational qualities suitable for teaching; providers should seek eviden-
ce of relevant experience with children’. A similar recommendation exists in Scotland.

Latvia: A competitive entrance examination has to be taken for state-financed study places. Institutions often
offer additional study places for which students have to pay. With effect from 2004, the centralised upper
secondary school leaving examinations will be regarded as an entrance examination for tertiary education.
Hungary: The interview does not apply to all cases.

Poland and Romania: Not all selection criteria are necessarily taken into account at all institutions, as each ter-
tiary education institution establishes its own combination of selection procedures.

Explanatory note

Additional kinds of training or qualifications include further diplomas or certificates, previous work experience
or specific language skills. Not all these criteria are necessarily taken into account in all cases.

Specific aptitude tests for fine arts courses are not taken into account.

In all countries and irrespective of the model concerned, selection occurs prior to
training although, in the case of the consecutive model, this may mean prior to
either the general or professional phase of training.

Irrespective of the model, a general tertiary education entrance examination has to
be taken in Spain, Portugal, Finland, the Czech Republic, Cyprus, Latvia, Hungary,
Poland and Romania.

In many countries, three or more criteria govern selection for training.

In countries which practise selection in the case of the concurrent model, the main
criteria are performance in upper secondary education, satisfactory performance
in an examination specifically for admission to teacher training, and interviews in
which candidates are asked about their reasons for embarking on training and wis-
hing to become teachers. In the case of the consecutive model, the main selection
criteria are attainment during the phase of ‘general education’, and performance
in upper secondary education. An entrance examination for the professional trai-
ning phase along with additional kinds of training or qualifications, and interviews
may also be taken into account. In Luxembourg, knowledge of the three state lan-
guages (German, French and Letzeburgesch) is also examined and, in Spain, kno-
wledge of the particular language of the Autonomous community may be a rele-
vant factor. In Malta, an English proficiency test has to be taken.
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FIGURE 2.7: SELECTION CRITERIA FOR ACCESS TO INITIAL TEACHER TRAINING
(CONSECUTIVE MODEL) FOR GENERAL LOWER SECONDARY EDUCATION
(ISCED 2A) AND THE DECISION-MAKING LEVEL WHICH IS RESPONSIBLE
FOR THE SELECTION PROCEDURE, 2000/01

CRITERIA FOR SELECTING CANDIDATES
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Source: Eurydice.
Additional notes

Greece: Professional teacher training will be compulsory in 2003. At present, its provision depends on
the training institution and the subjects in which prospective teachers intend to specialise.

Spain: Under the regulation on the new curso de cualificacién pedagégica (CCP), the Autonomous
Communities establish the criteria and procedures governing access to this form of professional training.
Until the new CCP is fully enforced, the different institutions offering the curso de aptitud pedagdgica
(CAP) will decide on access procedures on a case-by-case basis.

France: There is an institutional selection procedure for entry to the first year of professional training in
the IUFM, and a national competitive examination at the end of the first year providing access to a final
‘on-the-job’ qualifying phase.

Ireland: The interview is only taken at Trinity College, Dublin.

Sweden: If there are more applicants than places available, attainment in the general education phase is
taken into account.

United Kingdom: The requirements for England, Wales and Northern Ireland state that all trainees should
‘possess the personal, intellectual and presentational qualities suitable for teaching; providers should seek
evidence of ‘relevant experience with children’. A similar recommendation exists in Scotland.

Latvia: A competitive entrance examination has to be taken for state-financed study places.
Institutions often offer additional study places for which students have to pay. With effect from 2004, the
centralised upper secondary school leaving examinations will be regarded as an entrance examination
for tertiary education.
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Explanatory note (Figure 2.7)

Additional kinds of training or qualifications include further diplomas or certificates, previous work expe-
rience or specific language skills. Not all these criteria are necessarily taken into account in all cases.

The figure shows the selection criteria for both the general and professional phases of training.
Specific aptitude tests for fine arts courses are not taken into account.

2.4. Decision-making levels that determine selection procedures

In the concurrent model, selection tends to be organised at institutional rather than
at central level. However, in some countries responsibilities in this respect are sha-
red between both levels. In the consecutive model, on the other hand, selection at
central level is slightly more frequent although, again, responsibilities in some coun-
tries may be shared.

In the United Kingdom, entry requirements for all courses of initial teacher training
are centrally determined, along with the selection criteria for adoption by all trai-
ning providers. However, these are minimum requirements and individual providers
may introduce additional entry and selection criteria as appropriate.

In the 1970s and 1980s, a trend towards more centralised selection procedures
was apparent in Denmark, Sweden, Greece and Cyprus. In Denmark, the purpose
of greater centralisation was to establish more objective criteria for admission to
teacher training whereas in Sweden, Greece and Cyprus, the aim was to regulate
the growing demand for study places in general.

Because ftraining institutions in Denmark and Sweden have been granted greater
autonomy in the last decade, they now once again determine their own selection
procedures with due regard, however, for the results achieved in the upper secon-
dary school leaving examination. This also applies to Portugal and several candi-
date countries which have discontinued centrally administered procedures in favour
of selection at institutional level. For this purpose, special attention has been devo-
ted to ensuring that the upper secondary school leaving examination is governed
by more uniform procedures.

In several other European countries (Spain, ltaly, Ireland and Luxembourg) selec-
tion procedures have tended to become centralised more recently. This is expected
to regulate the number of applicants, but has also been linked (except in Ireland)
to the introduction of new teacher training courses, thereby guaranteeing a certain
measure of quality control.
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2.5. Statistics on applicants for teacher training

Statistics regarding the number of applicants for teacher training exist in only a few
countries. In this respect, even less data is available on applications specifically for
teaching mathematics and the mother tongue. The following information is therefo-
re intended to do no more than provide a rough general indication.

FIGURE 2.8: TOTAL NUMBER OF APPLICANTS UNDERGOING SELECTION,
AND TOTAL NUMBER AND PERCENTAGES OF APPLICANTS ACCEPTED
FOR INITIAL TEACHER TRAINING (ALL SUBJECTS) FOR GENERAL LOWER

SECONDARY EDUCATION (ISCED 2A), 2000/01

Total number of applicants Applicants accepted (%) Total nuan:)l;:'f“aseeepled
DK 4 665 917 4280
L 29 65.5 19
UK (E W) 22 406 619 13 857
UK (SC) 3019 328 991
cz 11160 268 2 990
EE 620 416 258
HU 4 460 73.5 3276

Additional note

Source: Eurydice.

United Kingdom (E/ W): Statistics refer to courses administered by the Graduate Teacher Training Registry, i.e.

pre-service PGCE courses in England and Wales and certain Scottish institutions.

In the few countries possessing data, two extreme situations may be distinguished.
More than 90 % of all applicants for teacher training are accepted in Denmark.
Denmark has a relatively open system in which selection is only practised in some
institutions. Among countries with a restricted system, Hungary is one in which the
percentage of selected applicants is relatively high. Conversely, it is relatively low
in the Czech Republic.

In the few countries in which data on applicants to teach specific subjects is avai-
lable, percentages in the case of mathematics are relatively low (less than 30 %),
and highest in Estonia. On the other hand, corresponding percentages in the case
of the mother tongue are much higher except in the Czech Republic.
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FIGURE 2.9: TOTAL NUMBER AND PERCENTAGES OF APPLICANTS UNDERGOING
SELECTION, AND TOTAL NUMBER AND PERCENTAGES OF APPLICANTS ACCEPTED
FOR INITIAL TRAINING TO TEACH MATHEMATICS AND THE MOTHER TONGUE
IN GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Applicants undergoing selection Appli pted
Total: mathematics Total: mother tongue Mathematics Mother tongue
No. % No. % No. % No. %
L 6 20.7 4 66.7
UK (W) 1848 8.2 2863 12.8 1162 62.9 1777 62.1
UK (SC) 148 4.9 449 14.9 63 42.6 145 32.3
cz 2137 19.1 804 7.2 587 27.5 437 54.4
EE 185 29.8 221 35.6 44 23.8 74 33.5

Source: Eurydice.
Additional note

United Kingdom (E/ W): Statistics refer to courses administered by the Graduate Teacher Training Registry, i.e.
pre-service PGCE courses in England and Wales and certain Scottish institutions.

Asfar as success rates are concerned, the percentage of teacher training applicants
accepted for mathematics is highest in Luxembourg and the United Kingdom
(E/ W), with over 60 % of applicants accepted.

It is rather difficult to interpret such data as the percentage of candidates accepted
for a particular subject is linked to the availability of places. The data shown here
does not give any indication as to the intellectual ability of candidates or the strict-
ness of selection procedures.

3. ALTERN ATIVE PATHWAYS

In addition to the concurrent and the consecutive model, which constitute the
most frequent models within initial teacher training, there are alternative training
pathways.

Alternative routes to training do not exist in a lot of countries and, where they have
been introduced, this has often been the result of teacher shortages, giving rise to
an urgent demand for qualified teachers. These specific alternative routes to trai-
ning are treated in the Report Il on Supply and demand, Chapter 6, dealing with
measures to boost recruitment.

Alternative models of teacher training may be found in the form of part-time trai-
ning provision, as in the Netherlands, the United Kingdom (England, Wales and
Northern Ireland) and Norway, or distance learning, as in Denmark, the United
Kingdom (England, Wales and Northern Ireland), Norway and Estonia. In Finland,
Slovenia and Slovakia, tertiary level graduates may complete professional teacher
training later in life.
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The Graduate and Registered Teacher Programmes (GRTP) in England and Wales
are employment-based routes which enable schools to employ people who are not
qualified to teach, and train them through an individual training programme lea-
ding to Qualified Teacher Status (QTS). Two programmes are available:

« Graduate Teacher Programme (GTP): GTP trainees must have a first degree and
follow a postgraduate programme of up to a year.

* Registered Teacher Programme (RTP): RTP candidates are required to have suc-
cessfully completed two years of higher education (or the part-time equivalent)
and to spend up to two years working and training as a teacher while they com-
plete a degree.

In the Netherlands, at universities as well as in HBOs, flexible and dual routes to
initial teacher training are gradually being developed. At universities, three alter-
native teacher training routes are being implemented:

» a dual route during which the last two years of a university degree programme
may be combined with teacher training, adding one more year;

« aroute in which a large part of teacher training is offered within a non-teaching
university degree;

- different routes with ‘tailor-made’ programmes for researchers in training, quali-
fied teachers from the HBO sector and graduates with a few years of work expe-
rience in order to upgrade their skills or to qualify in another subject.

In 2002 all universities should have developed at least one of the first two routes
besides the existing programmes.
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CHAPTER 3
CURRICULAR CONTENT AND ORGANISATION

INTRODUCTION

As pointed out in the general framework to the study, teachers today — differing
national concerns aside — are no longer simply expected to transfer subject kno-
wledge and adapt their activities in line with the results of educational research and
the psychology of learning.

Changes in society and the obligation of policy-makers to adapt education to new
demands seem unavoidable. How far these demands have an impact on the content
of teacher training is therefore a question of utmost importance.

Two aspects of the curricular content and organisation of initial teacher training are
considered in this chapter, namely the curricular autonomy of training institutions
and the inclusion (or otherwise) of certain specific areas of provision within the trai-
ning programme.

Over the last 20 years, there has been a trend towards greater curricular autono-
my in tertiary education institutions (). Broad guidelines have taken the place of
detailed legal regulations, providing for a more flexible response to the demands
of a fast-changing labour market.

In recent years however, education authorities have tended to increase regulation
of initial teacher training as part of tertiary-level educational provision. The reason
for this trend may well be the desire for more uniform patterns of training, so that
it corresponds to national and international quality standards. More detailed regu-
lation of initial training certainly facilitates quality control by education authorities.

However, as will be discussed in Section 1, teacher training institutions in certain
countries are still largely free to organise the curriculum as they wish.

Their autonomy in this respect determines the extent to which they may or may not
provide training in particular skills. Curricular autonomy may be limited by recom-
mendations on the teaching of particular subjects, obliging training providers to
secure training in specific fields. Conversely, such recommendations may not exist
so that it is for the providers to decide whether or not they do this.

These various forms of professional training in particular skills, which clearly go
beyond subject-oriented knowledge or teaching ability in the strict sense, are dis-
cussed in Section 2. More specifically, they concern teaching with information and
communication technology (ICT), management and administration, the mainstream

") For the situation in the EU and EFTA/ EEA countries, see the study Eurydice. Two Decades of Reform in
Higher Education in Europe: 1980 onwards. Brussels: Eurydice, 2000.
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integration of pupils with special needs, work with multicultural groups of children
and behaviour management.

1. CURRICULAR AUTONOMY OF TRAINING INSTITUTIONS

The degree of autonomy granted by the public authorities to training institutions, as
regards the organization of content and time of the initial training they provide,
varies between countries. Documents regulating initial teacher training to
some extent with a view to providing a minimum level of homogeneity in teachers’
qualifications exist in most European countries. Their degree of detail, however,
varies considerably.

Hence, institutions for initial teacher training may either have no autonomy, limited,
or total autonomy with regard to the organization of their curricula.

— no autonomy: institutions follow very precise regulations issued by the top-level
education authority which specify compulsory subjects, core curriculum options
and optional subjects and their precise time allocation.

— total autonomy: institutions are entirely free to decide how the training they
provide will be organised in terms of both content and/ or time.

— limited autonomy: official documents, issued by the top-level education autho-
rity, form the basis on which institutions may develop their own curricula. These
regulations may specify either minimum requirements regarding compulsory
groups of subjects and/ or the share of provision to be devoted to general and
professional training in terms of time, examination targets, or the minimum stan-
dards required of teachers on completion of their initial training.
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FIGURE 3.1: AUTONOMY GRANTED TO INSTITUTIONS PROVIDING
INITIAL TEACHER TRAINING FOR GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Total autonomy Limited autonomy No autonomy
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Source: Eurydice.

Additional notes

Belgium (B de): Initial training is provided outside the Community. Most teachers are trained in the French
Community of Belgium.

Germany:The regulations which training institutions have to follow may vary from one Land to the next.
Luxembourg: General training is provided at training institutions abroad.

Austria: The information relates to the training of Hauptschule teachers at Pédagogische Akademien.

Iceland: The information relates to the training in Kennarahéskdli Islands.

Liechtenstein: Initial training is provided at institutions in Austria or Switzerland.

Cyprus: The information relates to training provided in Cyprus. However, a large proportion of teachers are
still trained abroad.

Explanatory note
There are two main components to initial teacher training:

general training is devoted to general courses and mastery of the subject(s) that trainees will teach when qua-
lified. The purpose of these courses, therefore, is to provide trainees with a thorough knowledge of one or more
subjects and good general knowledge.

professional training corresponds to the theoretical and practical part of training devoted to teaching as such.
In addition to courses on school-related legislation, the history and sociology of education, psychology and tea-
ching methods and methodology, it includes short and (usually) unremunerated in-class placements with the
exception of the final ‘on-the-job’ qualifying phase described in Chapter 5. These placements are supervised
by the teacher in charge of the class concerned and are periodiclly assessed by teachers at the training insti-
tution. This professional training provides prospective teachers with both a theoretical and practical insight into
their future profession.

W here both models of training (consecutive and concurrent) coexist in a country, only the dominant model is
taken into account. The distinction made here between general and professional training does not mean that
these two phases necessarily follow each other (asin the consecutive model).

Institutions referred to here do not necessarily provide solely for teacher training. In the consecutive training
model, general training is provided mainly at universities and not in specialised teacher training institutions.

As indicated by Figure 3.1, in 16 European countries, training institutions are in
some respects autonomous when it comes to determining curricular content and the
time to be allocated to both general and professional training.

The level of autonomy for general and professional training may differ. Autonomy
is more often granted for general than for professional training.
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In the United Kingdom (England, Wales and Northern Ireland), Bulgaria, Cyprus,
Latvia and Slovenia, institutions are totally autonomous in the case of general trai-

ning, but have limited autonomy where professional training is concerned.

Conversely, training institutions in Greece, Iceland, the Czech Republic and Malta
are totally autonomous as regards the content and time for general and also for
professional training. In Ireland, only teaching practice within professional training

is subject to regulations, so that training institutions have considerable autonomy.

In only one country, Germany, do teacher training institutions have no autonomy
whatever, whether in terms of the content of training or the time devoted to it.
Neither is there any institutional autonomy in professional training in Luxembourg

(the only stage of training provided in the country).

1.1. Different forms of limited autonomy

As is clear from the foregoing information, initial teacher training institutions in
most European countries are at least partially autonomous. In official documents,

however, their autonomy may be restricted as follows:

1) In minimum requirements regarding compulsory groups of subjects:
Official documents on initial training usually cite at least the following compul-
sory groups of subjects for inclusion in training: pedagogy, educational theory,
psychology, subject knowledge, subject-related teaching and teaching practice.
The time allocation for these compulsory groups is often indicated in terms of

minimum hours or credits or not indicated at all.

2) Examination goals or minimum standards required of teachers at the end of

initial training:

The guidelines setting out a framework for the standards/ skills or final qualifica-
tions required for entry to the teaching profession, cover at least two aspects, name-
ly subject knowledge and the ability to teach. A list of desirable attitudes on the part
of teachers, such as social skills in the classroom or in contacts with parents, as well
as the ability to take into account the development of individual pupils, is also often

included. The time allocated for acquisition of these skills may be indicated.
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FIGURE 3.2: FORMS OF LIMITED AUTONOMY GRANTED TO INSTITUTIONS
PROVIDING INITIAL TEACHER TRAINING FOR
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Limited autonomy in terms of content Limited autonomy in terms of time

Limited autonomy in terms of content

[ o Compulsory groups of subjects B a+b M Limited autonomy in terms of time
D b. Standards
[] Total autonomy ] No autonomy B Not applicable

Source: Eurydice.
Additional note

Austria: The information relates to the training of teachers for the Hauptschulen.

As shown in Figure 3.2, official documents refer more often to compulsory groups
of subjects than to standards. In the Netherlands, Bulgaria and Lithuania, both are
specified.

With the exception of the Flemish Community of Belgium and the Netherlands, all
countries with limited autonomy prescribe a minimum period of time to be devoted
to certain groups of subjects and/or skills.

As regards the indicated time allocation, it is often the relative share of time to
be used for teaching practice which is specified in the regulations. This is the case
in Denmark, Spain, ltaly, Portugal, the United Kingdom, Bulgaria, Hungary
and Lithuania.

Although teacher training institutions still have considerable autonomy in most
European countries, nevertheless (as mentioned in the introduction) a trend towards
less autonomy may be observed in several countries:
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In Denmark, at the beginning of the 1990s, an act on decentralisation delegated deci-
sions concerning the actual content of teacher training to individual colleges of edu-
cation. Another actin 1997 reintroduced more centralised control of examinations.

A shift from autonomously decided curricula to agreements between the govern-
ment and the training institutions on curricular matters can also be seen in the
Netherlands in recent years.

In the United Kingdom (England and Wales) a move towards central control of
initial training and more uniform programmes got under way in the 1980s and has
led to a new system of common standards and procedures, linking funding of trai-
ning institutions to the quality of the education they provide.

In Ireland, notwithstanding the legally guaranteed autonomy of training institutions,
training has in practice to satisfy the criteria of the Registration Council for
Secondary teachers. These criteria are due to change as a Working Group of the
Department of Education and Science is going to carry out a review of content,
organization and structure of programmes in teacher education at secondary level,
thus limiting the autonomy of training institutions in this respect.

In Portugal, accreditation of initial training programmes is being introduced,
making it impossible in future for non-accredited programmes to certify qualified
teacher status. A similar accreditation process started in 1998 in Latvia and is slo-
wly being implemented.

Contrary to these developments, the political changes in the former socialist coun-
tries at the beginning of the 1990s called for greater curricular autonomy. Yet a
need for tighter control is now emerging once more. This is illustrated by the exam-
ple of the Czech Republic: an analysis of the teacher training programmes in many
faculties of education revealed a variety of curricula and final examinations. This
led to a call for a framework to establish professional skills levels while respecting
the autonomy of higher education institutions.

In Spain, also, decentralisation and the creation of the Autonomous Communities
with their own particular study regulations led to widely differing arrangements
in the area of initial training. The guidelines for professional training are very
general, providing considerable scope for individual interpretation and a very
varied range of training programmes. As a result, quality control has become
more difficult. Since 1995, however, there has been a reform process towards
greater uniformity.

The quality control issue is of course less problematic in smaller countries, such as
Iceland and Malta, with fewer training institutions which have remained largely
autonomous.
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2. TRAINING IN PARTICULAR SKILLS

Several trends may be observed in secondary schools in Europe today: they inclu-
de the incorporation of information and communication technology (ICT); growing
autonomy of schools in management terms; and classes with pupils from increasin-
gly varied cultural or social backgrounds, or of differing abilities.

The teaching and use of ICT are certainly key issues in schools everywhere.
The other trends may not have the same impact on education in all countries,
as they are more likely to depend on how the latter organise their school systems
and on features peculiar to their own societies.

Skills which clearly go beyond subject-oriented knowledge or teaching ability in the
strict sense, may be classifiable into five headings set out below. These skills should
enable future teachers to handle situations with which their predecessors were not
often confronted:

Information and Communication Technology (ICT)

Familiarity with ICT now represents a twofold challenge for the teaching profession
in all countries.

Teachers need to have at least basic personal skills in this field which they have to
apply directly in the classroom. For example, courses on the use of ICT may provi-
de trainee teachers with the computer skills required to write reports or prepare les-
sons, whereas courses in ICT teaching applications may train them to use multime-
dia support specifically adapted to explaining their subject(s) in the classroom.

It is also widely recognised that teachers should not just teach pupils how to use ICT
but also encourage them to develop a critical attitude to the new media.

Management and administration

In countries that promote greater school autonomy, more decisions are now
taken at school level. As a result, teachers may also be involved in non-teaching
tasks and expected to contribute to school development plans and internal
school management.

The mainstream integration of pupils with special needs

The integration of pupils with special needs into normal mainstream schools/ clas-
ses means that teachers trained to work in mainstream education should at least be
familiar with the most commonly encountered special needs (even where they may
have additional support). In some countries, integration is a fairly recent develop-
ment, calling for the acquisition by teachers of specific skills, such as the ability to
offer teaching geared to individual needs and adapt the curriculum accordingly.
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Work with multicultural groups of pupils

Immigration has altered the working conditions of teachers in many European
countries, and had a direct impact on the composition of classes. Teachers may be
confronted with different cultures, religions, and languages in a single learning
environment. Not all pupils necessarily relate to this environment in the same way
and many often have insufficient knowledge of the language of instruction.
Attention is therefore increasingly devoted to the acquisition of methods involving
cross-cultural approaches to teaching, as well as the psychological and sociologi-

cal aspects of handling situations that arise in a multicultural context.
Behaviour management

Some countries have witnessed an increase in problems related to the management
of pupil behaviour and, more specifically, to discipline in the classroom. Different
types of conflict (among pupils, or between pupils, teachers and parents) require
careful intervention on the part of teachers and cause stress. If violence occurs,
these problems may be exarcebated. As a result, aspects of the psychological pre-
paration of future teachers, as well as the acquisition of knowledge regarding the

rights and duties of both teachers and pupils all have to be taken into account.

This section will discuss how far national policies for initial teacher training ensure
that new entrants to the teaching profession receive appropriate grounding in the

five foregoing areas.
It will therefore consider:

1) whether subjects related to the above-mentioned concerns are a compulsory part
of training, or provided as core curriculum options, whether institutions are free
to decide on the training they offer in the corresponding skills, or whether no

training whatever is provided;

2) whether there are recommendations regarding the content, as well as the amount

of time, that should be devoted to such training.
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2.1. Status of these particular skills in the initial training

Figure 3.3 indicates the position of training in the above-mentioned skills in the
official guidelines of countries covered by the analysis. There are four main
possibilities, as follows:

1) the guidelines stipulate that training in the skills concerned is compulsory;

2) the guidelines stipulate that such training corresponds to core curriculum options;

3) the guidelines state that provision of training in the skills concerned is at the
discretion of individual training institutions;

4) the guidelines make no reference to the need for such training.

FIGURE 3.3: TRAINING IN PARTICULAR SKILLS AS PART
OF INITIAL TEACHER TRAINING
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01
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Additional notes (Figure 3.3)

Belgium (B fr): Since the academic year 2001/ 02, a new curriculum for teacher training institutions has been
introduced. Management skills, multicultural education and behaviour management are included in it.
Belgium (B de): Initial training is provided outside the Community. Most teachers are trained in the French
Community of Belgium.

Greece: Professional training is not compulsory.

Spain: The information relates to training for the Certificado de Aptidud Pedagégica (CAR or Certificate of
Pedagogical Aptitude).

Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Netherlands: Compulsory teacher training in ICT is concerned with basic skills.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

Portugal: Initial training in ICT is compulsory for all future teachers since the start of the 2001/ 02 school year,
and institutions will therefore be obliged to provide it.

United Kingdom (E/ W/ NI): Skills tests have recently been introduced for trainee teachers in England which
must be passed in order to achieve Qualified Teacher Status (QTS). The tests, including one for ICT, are desi-
gned to ensure that teachers have acquired the skills and knowledge needed in their wider professional role in
schools, rather than the subject knowledge required for teaching. Skills tests are not currently required in order
to achieve QTS in Wales or eligibility to teach in Northern Ireland.

Liechtenstein: The initial training is provided outside of the country, in Austria or Switzerland.

Estonia: An official document on the general skills expected of teachers, which was adopted in November
2000, includes ICT in their training, in line with the 1998 Ministry of Education regulation emphasising the
development of skills and the use of ICT in class.

Romania: From the 2002/ 03 academic year, ICT, management and administration, special needs education
and intercultural education will become core curriculum options.

Explanatory note

The term ‘core curriculum option’ refers to one of a range of subjects offered by training institutions, from which
trainees have to select a limited number in order to cover part of their compulsory minimum curriculum. As used
here, therefore, the term implies that all institutions are obliged to include training in the area indicated (ICT,
Management/ Administration, etc.) in the range of subjects they offer.

‘Institutional autonomy’ means that training institutions are free to decide whether training offered in the area
indicated (ICT, Management/ Administration, etc.) is compulsory or otherwise.

As Figure 3.3 makes clear, ICTis either a compulsory part of initial teacher training
or incorporated into training as a core curriculum option in the vast majority of all
European countries. In nine countries, training institutions are free to offer training
in ICT to future teachers in general lower secondary education and may decide
to arrange for this provision as a compulsory subject, a core curriculum option
or an optional subject.

Training for special needs education and work with multicultural groups of pupils
is either compulsory or a core curriculum option during initial training in the
majority of European countries.

Behaviour management is taught in slightly fewer than half of the countries.
Training in school-administration / management skills is not provided in many of
them and is a compulsory part of training in only five.

Training in ICT is therefore provided more frequently in Europe than in the case of
any of the remaining four areas shown in Figure 3.3. Next, in terms of frequency,
comes special needs, multicultural education and behaviour management.
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2.2. Recommendations on content and amount of time devoted to training in
particular skills

2.2.1. Recommendations on confent

In countries in which training in skills associated with the foregoing five areas
is compulsory or corresponds to a core curriculum option, official guidelines on
teacher training may contain certain recommendations regarding the content
of the training concerned or simply state that it is compulsory.

FIGURE 3.4: LEVEL OF DETAIL OF OFFICIAL RECOMMENDATIONS REGARDING TRAINING
IN PARTICULAR SKILLS AS PART OF INITIAL TEACHER TRAINING FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01
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As shown in Figure 3.4, the recommendations of the education authorities in many
countries do no more than state that training in one, several or all of these skills is
compulsory, without specifying what this implies in terms of content.

The area in which training recommendations are most detailed is ICT. In the majo-
rity of countries in which ICT is compulsory or a core curriculum option, recom-
mendations specify what are the desirable skills in detail.

Of the European countries, the United Kingdom and, in particular, Scotland make
the most detailed recommendations regarding all — or almost all — of the skills
concerned here.

Luxembourg and Norway are similar in this respect, while the Netherlands and
Estonia have specific recommendations relating to three fields.

In the questionnaire used to obtain the comparative data shown here, specific areas
have been chosen as examples of what might be regarded as desirable skills in the
field concerned. This list is not exhaustive and the skills referred to do not necessa-
rily correspond to the precise titles of the courses in each country.

Information and communication technologies

Figure 3.5 shows that in a lot of cases, such recommendations are very general
in nature.

In the majority of countries in which the areas to be taught are specified, as much
importance is attached to a practical command of ICT for personal use, as maste-
ry of it for teaching purposes. In Sweden, priority goes to teaching applications
(which are compulsory). The skills to which importance is most frequently attached
during initial training of teachers for lower secondary education are the use of
word processing and data processing programmes. Recommendations less fre-
quently emphasise the command of skills such as the use of educational software
and the Internet.

In only a few countries (Germany, the Netherlands, the United Kingdom, Norway
and Slovenia) are all fields referred to here recommended.

In France, Luxembourg, Bulgaria and Cyprus, the recommendations are also rela-
tively precise. In France, the Netherlands and the United Kingdom (England,
Scotland), the content of training is determined to some extent by the standards spe-
cified for the award of the teaching qualification, although in England and Scotland
there is, in addition, a detailed curriculum for the use of ICT in teaching other sub-
jects. However, the way in which the content is structured and delivered depends
largely on the individual institution.
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FIGURE 3.5: DESIRABLE ICT SKILLS ACCORDING TO OFFICIAL RECOMMENDATIONS
FOR INITIAL TRAINING OF TEACHERS FOR GENERAL LOWER SECONDARY EDUCATION
(ISCED 2A), 2000/01
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Source: Eurydice.
Additional notes

France: The ministerial text on the use of ICT in IUFM states: ‘The IUFM have an essential part to play in this
development: they have to prepare all future teachers for the use of ICT and anticipate the skills any of them
will need in the future, in order to incorporate them from now on in the various aspects of teacher training’.
Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Netherlands: In 1998, the Ministry and institutions reached an official agreement under which the fields shown
are compulsory.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

Portugal: Initial training in ICT is compulsory for all future teachers with effect from the 2001/ 02 school year,
and ingtitutions are therefore obliged to provide it.

United Kingdom (NI): ICT for teaching applications only.

Norway: In the year 2000, the Ministry of Education and Research initiated a special project to enhance the
ICT skills of teacher trainers and thereby improve the quality of ICT training for prospective teachers.
Lithuania: In December 2001, the Teachers' Computer Literacy Standard was adopted. It also stipulates ICT
related requirements for initial teacher training.

Romania: From the 2002/ 03 academic year, ICT will become a core curriculum option.

Malta: All students undergoing teacher training must have passed an ICT proficiency test which includes the use
of word- and data-processing skills

Explanatory note

Definition of concepts used in the key

Compulsory: Also includes core curriculum options.

Institutional autonomy: Teacher training institutions are free to decide whether or not they offer courses
for these skills.

Optional: Subjects recommended as optional courses.
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Explanatory note (continued)

The areas listed were chosen as examples of what might be regarded as desirable skills in the field concerned.
They do not necessarily correspond to the precise titles of the courses in each country.

In the case of the consecutive training model, the content of teaching refers solely to the professional
stage of training.
Management skills

Very few countries include management and administration skills in their initial tea-
cher training and those that do, do not usually specify precise skills. So-called
‘hard’ skills of a clearly administrative nature, such as financial management, are
not among the skills officially recommended for consideration in initial teacher
training. Special importance is attached to the acquisition of communication
skills (the Netherlands and the United Kingdom) and organisational skills
(the United Kingdom and Estonia).

In the Netherlands and the United Kingdom, schools enjoy considerable autonomy
as regards certain aspects of management, and decentralisation may also have a
bearing on the demand for teachers trained in this field.

In the French Community of Belgium, organisational skills and time management
and communication skills feature in the official recommendations for new training
in 2001/ 02.
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FIGURE 3.6: DESIRABLE MANAGEMENT SKILLS ACCORDING TO OFFICIAL
RECOMMENDATIONS FOR INITIAL TRAINING OF TEACHERS FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01
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Source: Eurydice.
Additional notes

Belgium (B fr): Since the academic year 2001/ 02, a new curriculum for teacher training institutions has been
introduced. The importance of organisational skills and time management and communication skills is referred
to in its official recommendations.

Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Netherlands: In 1998, the Ministry and the institutions reached an official agreement under which the field
shown is compulsory.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

Lithuania: The minimum standards expected of teachers in the field of management/ administration are: ‘To
know the basic principles of school organisation, and requirements for the different types of schools, and be
able to apply management methods'.

Romania: From the 2002/ 03 academic year, management and administration will become a core curriculum
option.

Explanatory note
Compulsory: Also includes core curriculum options.

Institutional autonomy: Teacher training institutions are free to decide whether or not they offer courses in
acquiring these skills.

The areas listed were chosen as examples of what might be regarded as desirable skills in the field concerned.
They do not necessarily correspond to the precise titles of the courses in each country.

The fields ‘time management’ and ‘communication skills' here clearly refer to non-educational aspects
of the teaching profession. The management of teaching time and classroom interaction with pupils are not
included in this context.

In the case of the consecutive training model, the content of teaching refers solely to the professional stage
of training.
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Special needs education

In countries in which recommendations are relatively specific, considerable impor-
tance is attached, firstly, to a general introduction to special needs education during
the initial training of teachers and, secondly, to the methodology of integrated
teaching and familiarity with the educational resources available to cater for
special needs. Recommendations less frequently emphasise practical training in
an integrated class.

In Luxembourg, the United Kingdom and Estonia, most or all of the topics that are
associated with special education and referred to here are recommended for training.

Some countries do not have a single approach to special needs education (inte-
gration in mainstream provision) or a choice between two options (mainstream or
special provision). Instead, they make available a range of services reflecting fea-
tures of both options and may thus consider it appropriate to include training for
special needs education in initial teacher training. Multiple approaches along these
lines exist in Luxembourg, the United Kingdom and Estonia.

On the other hand, the absence of detailed recommendations in countries such as
ltaly and Spain, which have adopted an integrated approach, may be attributable
to the fact that teachers in these countries are normally supported by a teacher qua-
lified specifically in special needs education.
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FIGURE 3.7: DESIRABLE SKILLS IN SPECIAL NEEDS EDUCATION ACCORDING TO OFFICIAL
RECOMMENDATIONS FOR INITIAL TRAINING OF TEACHERS FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01
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Source: Eurydice.
Additional notes

Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job” qualifying phase.

Netherlands: In 1998, the Ministry and the institutions reached an official agreement under which the field
shown is compulsory.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

Norway: As integration is a feature of nearly all classes in lower secondary schools, school practice general-
ly takes place in integrated classes.

Lithuania: The minimum standards expected from teachers in the field of special needs are: ‘Be able to offer
competent psychological and education/ pedagogical assistance to children and pupils of special needs while
educating them together with their peers’.

Romania: From the 2002/ 03 academic year, special needs education will become a core curriculum option.

Explanatory note
Compulsory: Also includes core curriculum options.

Institutional autonomy: Teacher training institutions are free to decide whether or not they offer courses
for these skills.

The areas listed were chosen as examples of what might be regarded as desirable skills in the field concerned.
They do not necessarily correspond to the precise titles of the courses in each country.

In the case of the consecutive training model, the content of teaching shown refers solely to the professional
stage of training.

The information shown here does not relate to the training of teachers for pupils with special educational needs.
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Work with multicultural groups of pupils

In the majority of countries in which this training is compulsory, the recommen-
dations are not detailed.

FIGURE 3.8: DESIRABLE SKILLS FOR TEACHING MULTICULTURAL GROUPS OF PUPILS

ACCORDING TO OFFICIAL RECOMMENDATIONS FOR INITIAL TRAINING OF TEACHERS
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01
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Source: Eurydice.
Additional notes

Belgium (B fr): Since the academic year 2001/ 02, a new curriculum for teacher training institutions has been
introduced. The importance of cross-cultural communication is referred to in its official recommendations.
Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Netherlands: In 1998, the Ministry and the institutions reached an official agreement under which the field
shown is compulsory.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

United Kingdom (E/ W/ NI): New Standards and Requirements for the award of Qualified Teacher Status (QTS)
which take effect from September 2002, require teachers to ‘have high expectations of all pupils; respect their
social, cultural, linguistic, religious and ethnic backgrounds'. In Northern Ireland the competences required by
trainee teachers include the need to ‘take account of cultural differences among children’.

Romania: From the 2002/ 03 academic year, intercultural education will become a core curriculum option.

Explanatory note

Compulsory: Also includes core curriculum options.

Institutional autonomy: Teacher training institutions are free to decide whether or not they offer courses
for these skills.

The -areas listed were chosen as examples of what might be regarded as desirable skills in the field concerned.
They do not necessarily correspond to the precise titles of the courses in each country.

In the case of the consecutive training model, the content of teaching shown refers solely to the professional
stage of training.
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The importance of cross-cultural communication is specified in the recommenda-
tions in Germany, Luxembourg, Scotland and Norway, whereas only those in
Scotland and Norway refer to sociological issues related to migration. The signifi-
cance of cross-cultural communication is also included in the official recommenda-
tions for the new teacher training curriculum in Belgium (French Community) since
2001/ 02. Among the countries in which such training is envisaged, Scotland has
the most detailed recommendations.

It is noteworthy that no country includes the linguistic aspects of multicultural
education in its official teacher training recommendations.

Training in behaviour management and school discipline

As regards training in behaviour management and school discipline, recommen-
dations are of a fairly general nature and go into significant detail in only a few
countries.

A general introduction to potential conflicts in classrooms is the aspect most
frequently identified as important.

The recommendations in Luxembourg, Scotland and Cyprus attach special
emphasis to specific communication training.

Assertiveness training is included in the curricular recommendationsin Luxembourg
and Cyprus, and practical training with a focus on behaviour management in those
of the United Kingdom.

No country includes the management of stress and anger in its official teacher
training recommendations.

All the fields referred to here are included in the official recommendations for
the new teacher training curriculum in Belgium (French Community) in 2001/ 02.
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FIGURE 3.9: TRAINING IN BEHAVIOUR MANAGEMENT AND SCHOOL DISCIPLINE
ACCORDING TO OFFICIAL RECOMMENDATIONS FOR INITIAL TRAINING OF TEACHERS
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01
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Source: Eurydice.
Additional notes

Belgium (B fr): Since the academic year 2001/ 02, a new curriculum for teacher training institutions has been
introduced. All the fields referred to here are included in its official recommendations.

Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Netherlands: In 1998, the Ministry and the institutions reached an official agreement under which the field
shown is compulsory.

Austria: The information shown relates to the training of teachers for the Hauptschulen.

Lithuania: The minimum standards expected from teachers in the field of behaviour management and school
discipline: “To know the characteristics of the psycho-physical development of children and pupils of relevant
age groups, be able to identify arising difficulties in pupils’ socialisation, development and learning processes,
and help tackle them’.

Explanatory note
Compulsory: Also includes core curriculum options.

Institutional autonomy: teacher training institutions are free to decide whether or not they offer courses for
these skills.

The areas listed were chosen as examples of what might be regarded as desirable skills in the field concerned.
They do not necessarily correspond to the precise titles of the courses in each country.

In the case of the consecutive training model, the content of teaching shown refers solely to the professional
stage of training.
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In the 2000/ 2001 academic year, the position of the particular skills discussed
above and the extent to which they are taught during initial training vary from one
country to the next. In most cases, only familiarity with ICT is now viewed as essen-
tial, in comparison with the other four areas that still retain a degree of novelty.

In some countries, some or all of the five areas are regarded as desirable outcomes
of training and/ or key elements in the professional competence of future teachers
and, as a result, they have been incorporated into training. However, the organi-
sational form in which the teacher training concerned should be delivered is only
rarely specified given the extent to which individual institutions are free to devise
and structure their own curricula.

In Spain, methodologies focused specifically on the resolution of classroom conflict
have been developed and designed with a view to their incorporation into the initial
training of secondary school teachers. However, their practical use in initial training
courses has been limited to a handful of universities.

The fact that training in the foregoing skills is not often a compulsory part of
initial teacher training may be attributable to the ‘academic’ attitude that still
characterises teacher training in many countries. This is reportedly the case in
Spain and Slovenia.

The focus on subject specialisation may discourage interdisciplinary approaches on
which an increasingly high premium is being placed in modern teacher training,
particularly as regards the skills discussed here.

A recent evaluation of university teacher training in Finland pointed to a positive
growing tendency to train teachers in a wide range of skills. However, the same
report said that it was impossible for trainees to familiarise themselves with all the
demanding tasks now confronting teachers. This suggests that some of the content
of initial teacher training should be transferred to in-service training.

Recent ministerial recommendations in Hungary also state that new qualifications
should only call for training in basic content and not the acquisition of in-depth kno-
wledge which can similarly be derived from in-service training.

The qualification requirements for prospective teachers in Lithuania are much the
same, referring only to the importance of acquiring basic knowledge as far as the
skills discussed here are concerned.

Indeed, numerous countries have developed scope for the acquisition of these par-
ticular skills during in-service training in order to enlarge the knowledge and skills
of teachers already daily confronted with new challenges (?). Naturally, a more fun-

®) Key aspects of how in-service training is organised will be the subject of the study Eurydice.
The teaching professsion in Europe: Profile, trends and concerns. Report Ill: Conditions of service of
teachers. General lower secondary education. Key topics in education in Europe, Volume 3.
Brussels: Eurydice, 2003.
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damental structural change in teacher education courses may of course also facili-
tate changes in content. This applies to Luxembourg which introduced skills training
for all areas discussed in the present section (except management and administra-
tion) during the reform of its professional training phase in 1998.

In the French Community of Belgium, a reform is under way to introduce a new cur-
riculum into teacher training institutions with effect from the 2001/ 02 academic
year. It will include all the skills mentioned here and will emphasise the importance
of developing a critical approach to new media in ICT.

2.2.2. Recommendations on the amount of particular skills training

The time officially recommended for these skills in initial training can only be cal-
culated in the case of a few countries (the French Community of Belgium,
Luxembourg, Sweden, Estonia, Cyprus, Lithuania and Slovenia) and in most cases
not for all skills recommended, except in Luxembourg and Estonia.

Such calculations are generally estimates and variations may exist from one
institution to the next.
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FIGURE 3.10A: PERCENTAGE SHARE OF COMPULSORY TEACHING RELATED TO PARTICULAR
SKILLS (WHERE KNOWN) IN INITIAL TEACHER TRAINING FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01
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Source: Eurydice.
Explanatory note
Definition of concepts used in the key

Autonomy: The specific skill is part of the compulsory curriculum or is a core curriculum option, but training
institutions are free to decide how much time should be devoted to each subject in the curriculum.

Integrated provision: The teaching is compulsory, but an integral part of provision in other subjects.

Full autonomy: Institutions are free to decide whether or not they offer courses in this field and if they do so,
they are free to decide the amount of time devoted to it.

Calculation: The numbers of units devoted to the field are expressed as percentages of the total number of com-
pulsory training units. These units are also expressed in hours.

In the case of the consecutive model of training, the share of teaching devoted to these skills refers solely to the
professional stage of training.
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FIGURE 3.10B: NUMBER OF HOURS DEVOTED TO TEACHING
RELATED TO PARTICULAR SKILLS IN INITIAL TEACHER TRAINING FOR GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01

Number of compulsory hours Bfr L S EE cYy LT Sl
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Source: Eurydice.
Additional notes — Figures 3.10A and 3.10B

Germany: It is each Land, and not the teacher training institution, that is free to determine the scale of provision.
Luxembourg and Cyprus: The situation relates solely to the final ‘on-the-job’ qualifying phase.

Austria: The information relates to the training of teachers for the Hauptschulen.

Sweden: The calculation is based on an average of five units. One unit represents a week, which normally cor-
responds to 40 hours. The figures indicated represent the approximate minimum time spent on these activities.
Estonia: The amount of time indicated relates to the concurrent model, which is the most widespread.

Estonia, Lithuania and Slovenia: Differences in the percentage shares and amounts of time indicated general-
ly correspond to variations between one institution and the next. In Slovenia, these percentages and amounts
also depend on the courses for the particular subject(s) which trainees are intending to teach.

Differences in the proportion of time devoted to special skills training may be twice
as much in some of these countries as in others and the proportion for ICT is espe-
cially high in Cyprus.

It should therefore be noted that, in all these countries, teacher training for lower
secondary education is based on the concurrent model, except in the case of
Luxembourg and Cyprus (in which the calculation is based on the professional
stage). In the former, solely the professional stage of training based on the conse-
cutive model is nationally provided.

In general, the amount of time recommended is highest in the case of ICT, except in
Sweden and Luxembourg, where the amount of time recommended is the same for
all skills mentioned.

The percentage share of these skills in teacher training as a whole is no pointer
to the actual number of hours devoted to it. This varies enormously and there is
no correlation between it and the foregoing percentage. This is largely attributable
to differences, from one country to the next, in the amount of time in the entire
compulsory curriculum for initial teacher training.
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CHAPTER 4
PROFESSIONAL QUALIFICATIONS AND
LEVEL OF SPECIALISATION

INTRODUCTION

The range of subjects for which graduate teachers may claim to be fully quali-
fied, along with any scope their qualification may give them for working at levels
other than that of general lower secondary education, are pointers to the flexibi-
lity of education systems in terms of their human resources when they have
to recruit fully qualified teachers.

As regards management of supply and demand, teachers who have specialised
in one or two subjects and/ or qualified for work at a single level may represent
a real restriction for schools in the event of an increase in demand for teaching
staff or, conversely, a fall in demand vis-a-vis a particular subject. This pheno-
menon may give rise to shortages in the first case, or oversupply in the second.

The present chapter is devoted to these matters and examines the professional
opportunities that may be available to teachers on completion of their training.
As the analysis will demonstrate, initial teacher training for general lower secon-
dary education involves a high level of specialisation in one or two subjects.
The range of subjects for which graduate teachers may be fully qualified is
therefore quite limited.

In many countries in which obtaining a teaching qualification involves intensive
specialisation, work by teachers in any other than their own area of specialisation
isregarded as an emergency measure, adopted solely in times of teacher shortage
(see Chapter 5 of Report Il on teacher supply and demand). In only a few countries
is a qualification enabling them to teach a variety of subjects the norm.

A good command of appropriate subjects is unquestionably essential as far as tea-
cher training is concerned and subject area specialisation definitely contributes to
it. However, it carries with it the risk that teachers will focus exclusively on their own
area of specialisation so that courses become too compartmentalised.

The challenge is therefore to provide specialised education and training in such a
way that teachers are open to inter-disciplinary cooperation and team-work. This
important aspect of their activities is not considered in discussing their training.
Instead, the expectations placed on them in this respect, both in their contract
of employment and its accompanying terms and obligations, are analysed in
Report lll on the conditions of service of teachers.
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1. LEVEL OF SPECIALISATION

The qualifications of teachers may be classified in accordance with three
main categories:

» general (non-specialist) teachers are trained to teach all subjects in the
curriculum;

» semi-specialist teachers are trained to teach a group of at least three subjects;

» specialist teachers are trained to teach just one or two specific subject(s), one of
which is normally subsidiary. In certain cases, specialist teachers are trained for
three subjects, the third of which is subsidiary.

In the majority of European countries, teachers at general lower secondary level are
trained as specialists. Only in Denmark, Sweden and Iceland, where compulsory
education has a single continuous structure, are teachers at (what corresponds to)
this level trained as semi-specialists. In Estonia, teachers of mathematics may be
trained either as specialists or semi-specialists, depending on the teacher training
institution attended. In Norway, teachers at lower secondary level are either gene-
ral teachers or specialists. This also applies to Liechtenstein, in which general tea-
chers may only teach at a certain kind of general lower secondary school (the
Oberschule).

1.1. Subjects that specialist teachers are qualified to teach

In the 25 countries in which teachers are trained as specialists, ten of them limit spe-
cialisation to a single subject. In the others, specialist teachers are qualified to teach
one, or at most, two other subjects.

When specialist teachers are qualified to teach only one subject, this normally
applies both to teachers of mathematics and teachers of the mother tongue.

However, Portugal, Cyprus and Latvia are exceptions in that, whereas specialist
teachers of mathematics in these three countries are normally only qualified to teach
this subject alone, specialist teachers of the mother tongue are qualified to teach
one or two additional subjects. The area of specialisation chosen by teachers may
therefore determine whether or not they also provide instruction in other subjects.

In a somewhat unusual situation, teachersin Ireland who are qualified for one
subject may teach any other subject in the secondary school curriculum, if
asked by their school principal to do so. The reason for this flexibility is that
Irish general secondary schools are mostly privately owned and managed
(although government-dependent), so that the power of the State to dictate
practice is limited. Teachers in the public-sector community and comprehensive
schools must generally teach those subjects in which they have specialised. In
Greece too, specialist teachers may be asked to teach related subjects without
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necessarily having the corresponding formal qualifications. In Austria,
Hauptschule teachers may also teach almost any other subject in the seconda-
ry school curriculum.

In the case of specialist teachers of more than one subject, the two or three subjects
concerned are normally closely interrelated. Thus the second or third subject of most
specialist mathematics teachers is natural sciences whereas, in the case of teachers
of the mother tongue, it is literature, one (or more) foreign language(s), ancient
languages or human sciences.

In Germany, some Lénder prescribe subject combinations to their trainee teachers,
whereas others do not. In Austria, the subject combination is restricted for pro-
spective Haupfschu/e teachers in that the first subject studied has either to be mathe-
matics, German (mother tongue) or English. However, in the case of the allgemein-
bildenden héheren Schulen in Austria, as well as in Finland, the United Kingdom
and the Czech Republic, the subject combination of specialist teachers depends on
their individual choices during training. It is therefore less restricted than in the other
countries.

In Slovenia, student teachers either specialise in one subject alone or also select
a second one, the choice of which may be limited to an interrelated subject or
entirely unrestricted. Different faculties offer different options, not all of which are
systematically available.

1.2. Subjects that semi-specialist teachers are qualified to teach

As already noted, in only four countries are teachers at lower secondary level
trained as semi-specialists and thereby qualified to teach a specific group of at least
three subjects.

In Denmark, student teachers at the Laererseminarium (college of education) have
to choose four main subjects from three different subject groups, at least two of
which have to be represented in the selection. Furthermore, in all cases, either
Danish (as mother tongue) or mathematics must be selected. In Sweden, teachers
of mathematics also teach natural science subjects, while teachers of the mother
tongue are qualified to teach social science subjects. In Estonia, the situation is the
same for teachers of mathematics. In Iceland, semi-specialist teachers are authori-
sed to teach all subjects offered during compulsory education, and may effectively
be regarded as general teachers.
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FIGURE 4.1: SUBJECTS WHICH TEACHERS OF MATHEMATICS
AND THE MOTHER TONGUE AT GENERAL LOWER SECONDARY LEVEL
(ISCED 2A) ARE QUALIFIED TO TEACH, 2000/01
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Source: Eurydice.
Additional notes

Belgium (B fr): Following a decree on initial teacher training which came into force in the 2001/ 02 academic
year, prospective teachers may be trained to teach mathematics only, or the mother tongue and either reli-
gious/ moral education or French as a foreign language.

Belgium (B de): The initial training is provided outside the Community. Most teachers are trained in the French
Community of Belgium, where they can study their mother tongue, German, only as a foreign language.
Germany: In some Lénder, trainee teachers may not choose their subject combinations.

Greece: Teachers of mathematics are also legally qualified to teach natural sciences. However, this happens
only rarely, such for example in small schools on islands.

Spain: Mother tongue and literature count as a single subject. There is no separate subject known as
‘mother tongue’.

United Kingdom (E/ W/ NI): Teachers may teach one or more other subjects depending on the choices taken
during their course of study or the particular requirements of the school.

United Kingdom (SC): Mathematics and mother tongue teachers can train to teach other subjects providing they
have taken an adequate number of corresponding courses at degree level.

Liechtenstein: Teachers are trained outside the country.

Iceland: Semi-specialist teachers are authorised to teach all subjects.

Czech Republic: The combination of subjects is determined by the faculty.
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Additional notes (continued)

Estonia: Teachers of mathematics may be trained as semi-specialists or specialists.

Lithuania: Prospective teachers are normally qualified to teach just one subject unless they themselves choose
to follow the additional course required in any other subject.

Hungary: Hungarian as mother tongue and literature count as a single subject. There is no separate study of
Hungarian as ‘mother tongue’. Students are free to choose any other subject in addition to the mother tongue
and literature.

Malta: Mathematics will be offered as a single subject of specialisation from October 2002 onwards.

2. LEVELS OF EDUCATION FOR WHICH TEACHERS ARE QUALFIED

In the vast majority of European countries, teachers who are trained to work at
lower secondary level are also qualified to teach at other levels of education. Only
in Belgium, the Netherlands and Austria (in the Hauptschulen) are they restricted
solely to the lower secondary stage.

However, in Denmark, Sweden, Iceland and Hungary, these teachers may only
work in compulsory education including, therefore, primary as well as lower secon-
dary level since compulsory schooling in these four countries is provided within a
single continuous structure. In the French Community of Belgium and in Romania,
only graduates trained to teach foreign languages and physical education (French
Community of Belgium) and the mother tongue (Romania) are also considered for
employment at primary level.

However, in most countries in which teachers are qualified for work in lower secon-
dary education, they may also teach at upper secondary level. In Germany (in the
Gymnasium only), Austria (in the allgemeinbildende héhere Schule), Poland and
Romania, this possibility is restricted to those who have been trained at university
level while, in Liechtenstein and Norway, only those who are qualified as specialist
teachers may also teach in upper secondary education.

Teachers in Finland, the United Kingdom (England, Wales and Northern Ireland),
Poland, Estonia and Slovenia (in the last two countries subject to certain restrictions)
are normally qualified to teach at the three levels of primary, lower secondary and
upper secondary education.

In the United Kingdom (England and Wales), however, they would normally teach
the subject and level for which they had trained, although the award of QTS
enables them to teach at all three.

In two countries, the range of educational levels at which teachers are qualified to
work may be extended to include tertiary education. In Spain, a teacher trained for
employment at lower secondary level may also teach at general and vocational
upper secondary level and in vocational tertiary education. And in Finland, spe-
cialist teachers qualified to work at lower secondary level may also teach at tertia-
ry level, if they have thorough knowledge and experience in the field concerned.
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FIGURE 4.2: EDUCATIONAL LEVELS FOR WHICH TEACHERS TRAINED
FOR EMPLOYMENT IN GENERAL LOWER SECONDARY EDUCATION
(ISCED 2A) ARE QUALIFIED TO TEACH, 2000/01
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Source: Eurydice.
Additional notes

Belgium: Teachers in lower secondary education (ages 12-14) can also teach in the first two years of general
upper secondary education (ages 14-16) which belong to full-time compulsory education, as well as in
vocational upper secondary institutions.

Germany: The information here refers solely to teachers with a qualification for the Gymnasium.

Austria: Teachers trained for work in the Haupfschulen may also teach at a one-year vocational school
(the Polytechnische Schule).

United Kingdom (SC): Teachers are also trained for work at upper secondary level and in further education
colleges.

Estonia: Semi-specialist teachers are only qualified to teach in the last two years of primary education, unless
they receive additional training. Teachers of mathematics are only qualified to teach at upper secondary level
if they are specialists.

Malta: The exact level for which teachers are trained is not specified in any official document. There is no
teacher training specifically for upper secondary level.

Poland: Only graduates from five-year university courses are qualified to teach in upper secondary education.
Romania: Only graduates from ‘long” university courses are qualified to teach in upper secondary education.
Slovenia: Teachers of mathematics who are specialist teachersin two subjects are only allowed to teach in lower
secondary education and upper secondary vocational schools, whereas single-subject specialists may also
teach at primary and general upper secondary level.

In short, the countries that offer the most ‘restricted’ training in terms of specialisa-
tion and levels of education for which teachers are qualified are Belgium, the
Netherlands and Austria (this applies to Hauptschule teachers only). These three
countries train their future teachers as specialists who are generally only qualified
for employment in lower secondary education. However, in countries in which tea-
chers are trained at university level in one subject alone, they are normally quali-
fied to teach at both lower and upper secondary levels. In Poland, these teachers
may even be qualified to work at primary level too. And in Finland and the United
Kingdom (England, Wales and Northern Ireland), student teachers may freely
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choose their second subject and are qualified for three educational levels, which
extends their range of professional options further still. Semi-specialist teachers in
Denmark, Sweden and Iceland may be considered as ‘all-rounders who are
broadly qualified both in terms of the number of subjects they teach and the fact
that they may provide instruction at any stage during compulsory single structure
education.
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CHAPTER 5
FINAL ‘ON-THE-JOB” QUALIFYING PHASE

INTRODUCTION

The final ‘on-the-job’ qualifying phase may be defined as a period of transition
between the initial training of teachers and their entry into professional life as fully-
fledged teachers. It generally constitutes the final phase of initial training. This stage
includes an important supportive and supervisory dimension, as well as formal eva-
luation to certify the teaching skills of those concerned, without which they would
be unable to enter the profession. Prospective teachers always receive support from
a ‘tutor’. Some form of compulsory training is generally an important component
of the programme. In most cases, it is organised in close cooperation with the
institution at which the teacher concerned was trained.

During this period, teachers are still not fully qualified and are usually regarded as
‘candidates’ or ‘trainees’. They spend a significant amount of time in a real wor-
king environment (a school) in which they carry out wholly or partially the tasks
incumbent on fully qualified teachers, and are remunerated for their activity. They
become fully qualified teachers at the end of this stage after satisfying a set of eva-
luation criteria. It is therefore definitely a qualifying phase of training that they have
to complete before securing the fully qualified status essential for recognition as full
members of the teaching profession.

In 2000/ 01, nine European countries provided for a final ‘on-the-job’ qualifying
phase as defined here. In most of them (Germany, France, Luxembourg, Portugal,
Austria and Scotland), this provision had already existed in the 1970s or even ear-
lier. In the Netherlands, the United Kingdom (England and Northern Ireland),
Cyprus and Slovenia, it dates from the end of the 1990s. Finally, it is planned
in Wales and Estonia.

Even in countries in which the final ‘on-the-job’ qualifying phase has existed for a
long time, it has undergone a variety of changes in the last two decades and, more
particularly, the last few years. For example, the French Ministry of Education has
recently (September 2001) tabled proposals for substantial changes in the organi-
sation and content of courses at the Instituts universitaires de formation des maitres
(IUFMs, or University Teacher Training Institutes) established in 1991. Luxembourg
has also recently (1999) reformed its training course for future secondary school-
teachers, making more of its practical and research aspects.

This qualifying stage should be clearly distinguished from other procedures which
teachers may have to undergo before securing employment on permanent tenure.
For example, in some countries, fully qualified teachers are selected for admission
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to the profession on completion of training. Following successful performance in a
competitive examination, they are appointed to a post and acquire ‘provisional’ or
temporary status prior to securing permanent tenure. This is the situation in Greece,
Spain (periodo de précticas) and ltaly (anno di formazione). In these countries,
compulsory in-service training for new teachers is normally administered by an
approved teacher who has already acquired several years of professional expe-
rience. The new teachers also receive support from a tutor during this period.

Given that teachers are regarded as fully qualified when they begin their first year
in service, these transitional measures are not considered here as a final ‘on-the-
job’ qualifying phase, even though permanent appointment to the post depends on
the evaluation obtained at the end of the year. In Poland, the situation is somewhat
similar. Beginning teachers are fully qualified, employed under contract and
supported by a tutor.

FIGURE 5.1: YEARS IN WHICH COUNTRIES INTRODUCED A FINAL ‘ON-THE-JOB’
QUALIFYING PHASE AND/OR ONGOING INITIATIVES FOR TEACHERS IN GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A)

— D Introduction of the Vorbereitungsdienst (Gymnasien teachers)
— UK (SC) Infroduction of the Probationary service
— F Establishment of the Centres Pédagogiques Régionaux
— UK (SC) Establishment of the General Teaching Council
A (AHS) Introduction of the Probejahr
— D Measure extended to all teachers
— P Gradual introduction of the Estdgio pedagdgico
— L Introduction of the Stage pédagogique
—A (AHS) Introduction of the Unterrichtspraktikum
— F Establishment of the IUFMs
UK (NI) introduction of the Induction stage
S| Conversion of the Pripravnistvo into a final
qualifying phase
L Adoption of the new Stage pédagogique
UK (E) Introduction of the Induction period
CY Introduction of the Proipiresiaki katartisi

NL Approval by the parliament of the LIO,
( and its gradual implementation

N
>

1900 06 52 65 70 74 8891 96 2001
66 71 99

1900 1910 1920 1930 1940 1950 1960 1970 1980 1990 2000

Years in which ongoing initiatives began

UK (W) 2001: Subject to consultation (to be introduced from September 2003).

EE 2001-2004: Planning stage.

Additional notes (see next page) Source: Eurydice.
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Additional notes (Figure 5.1)

France: The Instituts Universitaires de Formation des Maitres (IUFMs, or university teacher training institutes)
were introduced in 1991, in accordance with a law of 1 July 1989. In September 2001, a ministerial circular
provided for greater continuity and coordination between initial training in the IUFMs and in-service training.
Luxembourg: The reform relating to the new teacher training placement was prepared in 1998. The provisio-
nal regulation introduced was amended in 1999.

Netherlands: Candidate teachers at primary and lower and upper secondary levels of education are involved
in pilot projects of the Leraar in op/eiding (LUO) conducted since 1995. The LIO is not going to replace the cur-
rent system of practical school placements for future teachers but will be an alternative to them.

Austria: The final ‘on-the-job’ qualifying phase is solely for university-trained teachers intending to work in the
Allgemeinbildende héhere Schule.

Portugal: Teachers in lower secondary education are trained in accordance with two possible models. The one
that predominates includes a final ‘on-the-job’ qualifying phase. The introduction of the Estdgio pedagégico,
which now constitutes this phase, occurred gradually during the 1970s.

United Kingdom (E): The 1959 regulations stated that, on first appointment, qualified teachers had to serve a
period of probation, normally limited to one year, in which they had to satisfy the Secretary of State as to their
professional ability. In practice this involved a visit to the school and an inspection either by a member of Her
Maiesty’s Inspectorate (HMI) or an adviser of the Local Education Authority (LEA) concerned. The probationa-
ry year ended in 1992 and an induction period was subsequently introduced. The induction period applies to
all Newly qualified teachers (NQTs) wishing to teach in maintained schools who have qualified since 7 May
1999. It builds on what teachers have learned in meeting the Standards for the award of Qualified teacher sta-
fus (QTS) and takes account of the strengths and areas of development as set out in their Career Entry Profiles
received on leaving initial teacher training.

United Kingdom (W): A probationary year existed, as for England, until 1992. An induction period
will be introduced from September 2003.

United Kingdom (NI): A probationary year existed until 1997, while the induction stage was introduced
in 1996.

Cyprus: In 1987, it was decided to introduce a final ‘on-the-job’ qualifying phase which was not implemented
until 1999.

Slovenia: The Pripravnistvo existed for several decades as a compulsory placement year for new teachers who
were fully qualified. At the end of this year, they had to take the national examination to obtain the teacher
certificate. The Pripravnistvo became a final qualifying phase in 1996.

Explanatory note

By ‘planning stage’ or ‘subject to consultation’ is meant the existence of a draft law, policy document or any
other official preparatory document emanating from the educational bodies concerned.

However, in order to be promoted and obtain a permanent contract, they have
to satisfy a variety of evaluation criteria. The situation in these four countries is
described in Chapter 6 devoted to supporting measures for beginning teachers.

This transitory period prior to securing full tenure is not incompatible with a
final ‘on-the-job’ qualifying phase. In Germany, for example, teachers who have
successfully completed the qualifying phase also have to complete a Probezeit

(period of ‘proof’) before they obtain their permanent status as civil servants.
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FIGURE 5.2: DESIGNATION, IN THE LANGUAGE OF THE COUNTRY CONCERNED,
OF THE FINAL "'ON-THE-JOB” QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER
SECONDARY EDUCATION (ISCED 2A), 2000/01
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Final qualifying phase planned or under discussion
UK (W) Induction period
EE Kutseaasta

Source: Eurydice.
1. ORGANISATION, STRUCTURE AND CONDITIONS GOVERNING ENTRY

Irrespective of whether the final qualifying phase is an integral part of initial training,
admission to it requires compliance with a set of conditions. In general, candidates
should be holders of a first general tertiary-level (and in most cases university) quali-
fication, which they will have obtained after passing exams during initial training.
However, in France and Luxembourg, satisfactory performance in a competitive exa-
mination is a further condition that has to be met. In France, admission to the second
year in an IUFM is dependent on doing well enough in a competitive examination to
obtain the Certificat d’aptitude au professorat du second degré (CAPES) or the
Certificat d’aptitude au professorat d’éducation physique et sportive (CAPEPS). In
Luxembourg, candidates for the Stage pédagogique have to pass preliminary lan-
guage examinations, testifying to their knowledge of the country’s three state langua-
ges (Letzeburgesch, French and German). They then have to perform satisfactorily in
a competitive examination in the subject in which they have been trained abroad (').

In most of the countries concerned, the final ‘on-the-job’ qualifying phase lasts at least
one school year, except in the Netherlands (in the case of students who opt for the
LO), Cyprus and Slovenia where it is shorter. When the qualifying phase is longer,
this is often because it is itself broken down into several further stages. Accordingly,
as illustrated in Figure 5.3, it is divided into two or three parts covering more than
two school yearsin all, in Germany and Luxembourg. Each of these subdivisions cor-
responds to different (professional and training) obligations for future teachers, which
may also imply substantial changes in their level of remuneration.

(') In Luxembourg, there are no institutions for the initial training of teachers for secondary education,
who obtain their first qualification on satisfactory completion of a university course abroad lasting
at least four years.
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FIGURE 5.3: STRUCTURE AND DURATION OF THE FINAL ‘ON-THE-JOB” QUALIFYING PHASE
FOR TEACHERS IN GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

STRUCTURE DURATION

D During the initial introductory phase, the Eingangsphase, trainees become | A total of 18-24 months.
familiar with the institutions in which they are working; the purpose of the
second phase, the Intensivphase, which lasts one year, is to test them in the
practice of teaching.

The Vorbereitungsphase prepares them for the second state examination.

F A self-contained whole comprising theoretical training modules, practical | 12 months, including 4-6
placements in which trainees are both supported and given responsibility for | hours in the classroom each
classroom teaching and the preparation of a professional dissertation. week.

L Period of theoretical and practical training (first 15 months). 24-40 months.
‘Probationary’ period or practical placement in which trainees assume full
responsibility for teaching (3 months).

Preparation of a research assignment (22 months maximum).

NL (LUO) A self-contained whole. 5 months full time or 10

months part time.

A (AHS) A self-contained whole. One school year.

P Second year of estdgio pedagégico which constitutes two years (consecutive | One school year.
model).

UK (B) A self-contained whole, comprising an individualised programme of | One school year.
structured guidance, monitoring and support.

UK (N1) One stage of an integrated, partnership-based approach to teacher | One school year.
education comprising initial teacher education, the induction stage and early
professional development programme in the second and third years of
teaching.

UK (SC) A self-contained whole. 2 school years in one or
several schools, or 1 school
year if the teacher has had
professional experience in a
further education college.

CcY A self-contained whole comprising theoretical courses on education, an area | 7 months (133 working
of curricular specialisation and teaching practice. days).

Sl A self-contained whole consisting of theoretical and practical training. 10 months.

Additional notes Source: Eurydice.
United Kingdom (E/ NI): Successful completion of initial teacher education leads to QTS in England or ‘eligib/e
to teach’ status in Northern Ireland. New entrants to the teaching profession receive a Career-Entry Profile (CEP)
which is a summary assessment of their skills, as well as an indication of their strengths and development needs.
The CEP provides the basis for their future development during the induction stage.

Slovenia: Teacher trainees for lower secondary education have to complete 10 months of a final ‘on-the-job’
qualifying placement which, up to September 2002, may be extended by two months during the summer holi-
days so that they can prepare for the final Teacher Certification Examination.

Although the final ‘on-the-job’ qualifying phase is compulsory (*) in all the countries
concerned, certain candidates may be exempt from it. These special cases of
exemption are described in detail country by country in the Annex to this report.

(®)  Except in the Netherlands where, for students in the dual system of training (in which work and
study are combined), the Leraar in Opleiding (LO) constitutes an optional pathway alongside the
normal system of compulsory practical teaching placements during initial training.
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They often apply to teachers who are EU citizens and hold a qualification entitling
them to teach in their own country. Another frequent possible reason for exemption
is that teachers may provide evidence of prior professional experience.

2. TYPES OF SUPPORT AND ‘TUTORING’

All countries which organise a final ‘on-the-job’ qualifying phase for teachers in
lower secondary education have taken steps to provide them with arrangements for
support to ensure their gradual transition into full occupational activity. Support
offered to them during this period is multidimensional and, generally speaking,
displays the following characteristics:

» A training dimension: candidate or trainee teachers are catered for as part of an
overall plan for both theoretical and practical training; at the outset and in the
course of training, they are informed about the professional skills they will be
expected to have acquired on its completion. This kind of support appears to be
more formalised in Germany, France and Luxembourg, in which the final quali-
fying phase is an integral part of initial teacher training.

» A dimension concerned with the working environment: teachers gradually inte-
grate within the school environment in which they spend a considerable part of
their time during this transitional stage; they are looked after and supervised by
school staff members.

« A dimension concerned with monitoring and evaluation: teachers receive spe-
cial support geared to their successful completion of this ‘on-the-job’ qualifying
phase. Their progress is assessed and they are assisted whenever they encounter
any difficulty; the aim of assessment during and at the end of the period is to tes-
tify that they are fully qualified.

This support is reflected in assistance with all tasks related to teaching as such (plan-
ning of lessons, class management, pupil assessment, etc.), as well as with other
activities more focused on human relations, which are organised to encourage can-
didate teachers to take part in the life of the school to which they have been assi-
gned (relations with parents, knowledge of school management, etc.). Teachers
may also be observed during their work in the classroom to help them overcome
their difficulties and formally assess their progress.

The regularity of the assistance offered to teachers varies widely depending on how
the final ‘on-the-job’ qualifying phase is organised. Support may be offered on a
daily and/ or weekly basis in the case of tasks concerned with the practice of tea-
ching when candidate teachers are not fully responsible for their class (for exam-
ple, in Luxembourg, during the first and second periods of their training, trainee
teachers are supervised by their tutors for at least six lessons a week). Support is
less regular when the tasks they have to perform call for less systematic monitoring.
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Yet, in general, supervisory arrangements in the various countries are fairly flexi-
ble so that they can as far as possible be adapted to the changing needs of candi-
date teachers throughout the whole transitional period. In the United Kingdom
(England and Northern Ireland), for example, the programme for the induction per-
iod or induction stage, respectively, should be planned in consultation with the
newly qualified teacher (England) or beginning teacher (Northern Ireland) in order
to provide a programme of monitoring and support which is tailored to individual
needs, and will help the teacher to meet the requirements for the satisfactory com-
pletion of the induction period.

Arrangements for this kind of support mobilise a whole network of people, inclu-
ding the ‘tutor’ who, depending on the particular country, may be called the ‘coun-
sellor’, ‘coordinator’, ‘mentor’, ‘orientator’, etc. and who has a crucial part to play
in supervising prospective teachers during the final qualification phase. As shown
in Figure 5.4, all the countries concerned have appointed at least one person who
is directly responsible for the teacher throughout this phase. In Luxembourg, the
concept of tutoring was introduced for the first ime during the 1998 reform, with
a view to ensuring that trainee teachers were supervised throughout their entire
course of training. This has implied the emergence of several persons each with a
complementary part to play: first, the tutor who is responsible for the gradual inte-
gration of trainees during their teaching activities; secondly, a counsellor responsi-
ble for work on the training modules provided by the teacher training department
of the Centre Universitaire de Luxembourg and the gradual initiation of trainees into
the practice of teaching; and, finally, a coordinator who ensures that theoretical
and practical training are appropriately interrelated and may also carry out the
tasks of tutor and counsellor.

Tutors or counsellors are fully qualified in-service teachers on the school staff and
have often achieved a significant level of seniority in their profession. However, only
rarely have they had to undergo special training for the role they perform. In
Northern Ireland, the Education and Library Boards offer tutors a training and
development programme in aspects of the management and coordination of the
induction and early professional development process. The Boards also offer in-
school support to tutors, including support for observing lessons and giving feed-
back. In Slovenia, tutors receive a few days of special training provided by a
university or the Institute of Education.

W here they exist, the incentives offered to tutors relate either to the teaching wor-
kload (Luxembourg, Portugal and Cyprus), or are of an economic nature. A salary
increase or allowance may be offered, at the discretion of the authorities concer-
ned, to those who perform the task in France, Austria, the United Kingdom
(England and Northern Ireland), and Slovenia.

79




80

Inifial feacher training and transition fo working life

FIGURE 5.4: CHARACTERISTICS AND BENEFIT ENTITLEMENTS
OF STAFF WHO OVERSEE THE FINAL ‘ON-THE-JOB’
QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER SECONDARY

EDUCATION (ISCED 2A), 2000/01
Designation Normal qualifications and Salaryincreases/other Special training
duties benefits

D Mentor A fully qualified and experienced | None None
specialist teacher who supervises
the classroom work of
prospective teachers.

Fachleiter A fully qualified and Successful completion of | No special regulations.
experienced specialist, who has | a one-year probationary | However, those who
an excellentteaching record. period as a Fachleiter, occupy the position are
Unlike that of Mentor, the resultsin a movefrom expected to have
position of Fachleiter is a life- salary scale A14 to A15 | successfully undertaken
long assignment, and those who | (3 930.65 Euros gross in-service training,
occupy it take care of the training | monthly). obtained excellent
of all teacher trainees in a certain marks in theirexamina-
subject, orin general education tions, and published
or psychology. articles onteaching

practice and
methodology.

F Conseiller pédagogique | A fully qualified and experienced | A special allowance for Since 2001, they have
teacher withtenure, appointed supervising placements. been ableto receive
by the recteur of the académie on | This is calculated on the special training
the basis ofa proposal by the basis of a weekly rate, and | organised on the
IUFM director, in agreement with | the number of frainees in | initiative of recteurs.
the inspectorate and the school | the case of placements in
heads concerned. which the latter assume

responsibility for their
teaching.

L Tuteur A fully qualified and experienced | None of these three roles | No specific training for
teacher withtenure, responsible | carries a salary increase any of the three roles.
for one or several classes. but the number of teaching

hours may be reduced in a
way that varies.

Formateur A fully qualified and experienced
teacher.

Coordinateur A fully qualified lycée teacher
with five years’ experience.

Staff in the three categories are
appointed by the Ministry of
Education.

NL(LIO) | Begeleider Qualified andexperienced Schools receive an Special training may be

teacher. amount of EUR 680 for | offered.
Appointed by the school head. an LIO teacher
A (AHS) | Betreuungslehrer An experienced teacher Salary increase of Special training may be

appointed by the school head in
agreement with the inspectorate.

EUR 181.50 and

EUR 302.60 per term for
three and five lessons
respectively.

offered.

Source: Eurydice.
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FIGURE 5.4 (continved): CHARACTERISTICS AND BENEFIT ENTITLEMENTS OF STAFF WHO
OVERSEE THE FINAL ‘ON-THE-JOB” QUALIFYING PHASE FOR TEACHERS IN GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Designation Normal qualifications and Salary increases / other Special training
duties benefits

P Orientador de estégio | Fully qualified and A reduction in the amount | Special training may be
experienced teacher appointed | of weekly teaching time offered. Since 1997,
by the school following a and a small salary courses on supervision
recommendation from the increase. have been offered
group of teachers responsible (250 hours).
for the subject(s) concerned.

UK (E) Induction tutor A fully qualified and May receive allowances at | Special training may be
experienced teacher who is the discretion of the school | offered.

appointed by the school head | governing body.
(and is, in some cases, the
school head in person).

UK (N1) Teacher-tutor A fully qualified and May receive allowances at | Systematic support
experienced in-service teacher | the discretion of the school | (special programme)
appointed by the school head. | governing body. offered by the Education

and Library Board.

UK (SC) | Probation manager A fully qualified and None None

experienced in-service teacher
appointed by the school head.

cY Mentor An experienced teacher Reduction in teaching Special programme
appointed by the training duties by two class periods | offered by the
institution concerned. per week. Pedagogical Institute.

Kl Pripravniku — Mentor | A fully qualified and A 4.8 %salary increase At least five days of

experienced teacher who has | and payment of a bonus compulsory training at a
been trained in the same field | that varies depending on university or the Institute of
as the trainee and held for at the increased workload Education.

least three years the title of and the supervisory skills
Mentor in accordance with the | required.

rules prescribed for promotion;
(s)he is appointed by the
school head.

Source: Eurydice.
Explanatory note

Training staff at the initial teacher training institution are not shown in this table unless they act as tutors.

3. VOCATIONAL AND TRAINING CONTENT

3.1. Professional duties and activities

During the final ‘on-the-job’ qualifying phase, candidate teachers are regarded as
professionals and, as a result, are generally expected to undertake the same acti-
vities as their fully qualified colleagues. Figure 5.5 illustrates this similarity in the
tasks that the two categories of teacher are obliged to perform. Even though the sta-
tus of candidate teachers in the final qualifying phase may be different from that of
fully-fledged teachers (corresponding to ‘trainee’ in Germany, France, Luxembourg
and Austria, and ‘newly qualified teacher’ in England), the nature of the duties
entrusted to them is not significantly different.

81



82

Inifial feacher training and transition fo working life

FIGURE 5.5: TASKS THAT HAVE TO BE PERFORMED BY TEACHERS IN THE FINAL
‘ON-THE-JOB” QUALIFYING PHASE AND BY FULLY QUALIFIED TEACHERS IN GENERAL
LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Tasks §
z 3
- X X >

(=] w - 4 o < > O] 0 [}
Organisation and preparation of lessons in accordance with the
requirements of pupils for whom teachers are responsible R EEEEREERN u
Tasks concerned with the assessment of pupils and the drafting of
their school reports LU LB R NN L A u
Standing in for absent teachers H JE 4JQ VvV H B BE [ |
Educational teamwork for the preparation and development of
Educal EEEENOQONEE |V
Preparation of school teaching materials viag/lv/mlm B BERY v
Responsibility for the supervision and discipline of pupils H B B H B B B BB [ |
Participation in the extra-curricular activities of pupils | HI"El Bl Bl B B B v
Surveillance of pupils outside teaching hours v iag/m Qg (&) H B E B [ ]
Participation in staff meetings, and contributions to school reviews
and fund-raising MLEL L BL BB u
Contact with persons outside the school Al Bl Bl Bl Bl B B A4 [ ]
International activities viaggagmomagm vemlyv [ ]
In-service training and professional development VIVIVIVIV E R R DB [ ]
Participation at parent/ teacher meetings VHIVEE E B BB [ ]
a Fully qualified teachers, and teachers in their final ‘on-the-job’ qualifying phase under certain circumstances
v Solely fully qualified teachers
| Teachers in the final ‘on-the-job’ qualifying phase and fully qualified teachers

Source: Eurydice.
Additional notes

Portugal: Surveillance is the responsibility of auxiliary staff and not teachers.

United Kingdom (E/ NI): The regulations and guidance for the induction period in England and Northern
Ireland focus on standards and competences rather than specific tasks. A newly qualified teacher (NQT), or
‘beginning teacher’ in Northern Ireland, undergoing an induction periodwould take on a normal teaching role
in a school. Job descriptions which detail the specific tasks and duties of individual teachers are decided at
school level, but the head teacher should ensure that the duties of newly qualified teachers do not put unrea-
sonable demands on them. Participation in extra-curricular activities, surveillance of pupils outside teaching
hours and international activities are not obligatory either for teachers undergoing their induction period or
fully qualified teachers.

Slovenia: Participation by teachers in staff meetings and meetings with parents only occurs in the last quarter
of the final ‘on-the-job’ phase.

In most countries, activities relating to the organisation and practice of regu-
lar class teaching are expected of teachers in the final qualifying phase, as
well as of those who belong to the permanent staff of a school. However, the
former are less frequently required to undertake activities calling for more
advanced expertise or a certain level of seniority, such as the preparation
of school teaching materials, or participation in international activities or
in-service training.
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3.2. Level of responsibility

W hile the actual work expected of the two categories of teacher is to all intents and pur-
poses fairly similar, their responsibilities vis-a-vis the class(es) with which they are entrus-
ted may be different (see Figure 5.6). Theoretically, in the majority of countries concer-
ned, candidate teachers in the final qualifying phase are responsible for the conduct of
their classes asfar as the subjects they teach are concerned. Everywhere, however, a tutor
or counsellor is assigned to teachers in order to monitor their activity during this stage.
The tutor may assume joint responsibility for it and supervise or assist candidates with
their work in class throughout the entire period or just a part of the final qualifying phase.

FIGURE 5.6: LEVELS OF RESPONSIBILITY, VIS-A-VIS THEIR CLASSES, OF TEACHERS
DURING THEIR FINAL ‘ON-THE-JOB” QUALIFYING PHASE IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

LI

Full responsibility for their classes
throughout the entire final ‘on-the-job’
qualifying phase

Responsibility for the class is supervised by a
tutor throughout the entire final ‘on-the-job’
qualifying phase

Responsibility for the class is supervised by a
. tutor for some of the final ‘on-the-job’ quali-
fying phase and/ or for certain activities

No final ‘on-the-job’ qualifying phase

Source: Eurydice.

Additional notes

Portugal: During the estégio pedagégico, teachers supervised by an orientador are responsible for two clas-
ses, preferably in different distinct stages of schooling.

United Kingdom (E): The induction tutor, or another colleague, of a newly qualified teacher (NQT) should obs-
erve the way he or she works in the classroom during the induction period at least twice each term, as soon as
the first four weeks of this period have been completed.
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Thus in Luxembourg, Austria and Slovenia, the tutor attends the classes given by
trainee teachers, supervises their work and occasionally becomes involved in cer-
tain tasks. In Luxembourg, for example, trainees and tutors share responsibility for
classes during the initial 15-month period of theoretical and practical training. Even
though trainees become increasingly involved in teaching duties as their training
progresses, they only assume entire responsibility for a class with effect from the
subsequent périocle probafoire (placement or ‘probationary’ period) lasting
3 months. In Slovenia, too, activities related to the organisation and preparation of
lessons, as well as the assessment of pupils, are supervised by the tutor.

Finally, class responsibilities assumed by trainee teachers may be reduced only if
their tutors consider that they have not acquired the necessary expertise. In such
cases, they have to be assisted by a fully qualified colleague (as in Germany). In
other countries, shared responsibility for teaching activity is inherent in the very
nature of the training. For example, during the second year of an IUFM in France,
trainees initially have to complete a placement involving supervised practical acti-
vity (lasting 40 hours on average), prior to the 140-216 hour placement in which
they are entirely responsible for their own teaching. The supervised placement must,
first, provide for close observation of what actually goes on in the classroom and,
secondly, enable trainees increasingly to take charge of teaching sessions while
remaining ultimately under the responsibility of qualified teachers/ counsellors.

3.3. Workload

In most cases, the workload of candidate teachers in the final qualifying phase is
indicated in regulations determining the content and conduct of this transitional per-
iod. Often, the contract or regulations refer explicitly to the number of hours or class
periods that teachers have to work each week, even specifying the time during
which they will give lessons and the time to be spent carrying out other tasks distinct
from teaching.

As may be noted in Figure 5.7, when the annual workload of teachers in their final
qualifying phase is less than that allocated to their fully qualified colleagues, it cor-
responds roughly to a part-time commitment. The most marked difference compa-
red to a qualified teacher isin terms of teaching hours. In the final qualifying phase,
teachers everywhere are entitled to a reduction in the normal amount of time spent
teaching, so that they can comply with their obligations as regards training, which
is also generally a compulsory aspect of the final phase. For example, in
Luxembourg, trainee teachers are allocated less time for teaching during the first
15 months of their course, so that they can attend training sessions given by the tea-
cher training department at the Centre Universitaire and at the same time perform
teaching tasks with supervision from tutors. In Northern Ireland, the school princi-
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pal should enable the trainee teacher (beginning teacher) and teacher-tutor to
have sufficient time to carry out the activities involved in the induction and early
professional development programme.

FIGURE 5.7: PERCENTAGE OF THE WORKLOAD OF INDIVIDUAL TEACHERS
IN THE FINAL ‘ON-THE-JOB’ QUALIFYING PHASE AS COMPARED TO FULLY
QUALIFIED TEACHERS DURING THEIR FIRST YEAR OF SERVICE IN GENERAL LOWER
SECONDARY EDUCATION (ISCED 24A), 2000/01

Working time Teaching time
9 o
1007 %100
90 — - 90
80 — - 80
70 — 70
60 — - 60
50 o [ 50
40 L] ‘ _ 40
30 — - — 30
20 — - — 20
10 Fo FO8 - = —v— 10
0
D F L NL A P ENI SC CY si D F L NL A P E NI SC [A]]
(LIO) (AHS) oK (LIO) (AHS) —w
v’ Variable [ Minimum [ Maximum
Working time Teaching time
UK UK
D F L [NL| A P |ENI|sc|cy| s | D F L [ NL| A P E | N |sc|ov| s

LA 57 22.2 | 33.3 20 28.2 | 13.6
M| © [100]| @ | 50 [69.1|100 | 100 | 100 | 22 | 100 || 50 |33.3|57.8| 50 | 35 |36:3| 90 | v | 100 22.7

Source: Eurydice.
Additional notes

Germany: There is no distinction between working time and teaching time. Teachers in the final ‘on-the-job’
qualifying phase have only half of the workload of fully-fledged teachers. The other half corresponds to their
training, mainly at the teacher training institute (Studienseminar).

Luxembourg: There is no distinction between working time and teaching time. The minimum percentage is cal-
culated with respect to the weekly teaching load during the first two periods (six months) of the training cour-
se. The maximum percentage is calculated with respect to the weekly teaching load during the third to the fifth
period (nine months) of the Stage pédagogique. The sixth period corresponding to the three months of the prac-
tical placement in which prospective teachers are fully responsible for their class is not shown.

Netherlands: The percentages given for working and teaching time are estimates.

Portugal: The percentages given for teaching time are estimates.

United Kingdom (E): The percentage of teaching time is calculated with respect to the normal average teaching
time.

United Kingdom (NI): The percentage of teaching time may vary. Schools should provide an appropriate time-
table and give consideration to an appropriate amount of non-contact time.

Slovenia: Teacher holidays (at least 18 days) are included in working time.

Explanatory note

The working and/ or teaching time percentages during the final qualifying phase are calculated with respect to
the minimum working and/ or teaching time of a fully qualified teacher over a period lasting as long as the final
qualifying phase.
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3.4. Salaries

During their final ‘on-the-job’ qualifying phase, teachers are remunerated for their
work irrespective of their status (as trainees, students or employees). In all the coun-
tries concerned, except Luxembourg and the United Kingdom (E/ NI, SC), the
monthly salary of candidate teachers is less than that of fully qualified teachers
during their first year of service. In some countries, this monthly remuneration is
only half of the initial salary of fully qualified teachers at the start of their careers
(the Netherlands and Austria), or even less than half (Germany and Cyprus).

FIGURE 5.8: PERCENTAGE OF THE (MONTHLY OR ANNUAL) REMUNERATION OF
PROSPECTIVE TEACHERS DURING THE FINAL ‘'ON-THE-JOB” QUALIFYING PHASE,
COMPARED TO THE REMUNERATION OF FULLY QUALIFIED TEACHERS DURING THEIR FIRST
YEAR OF SERVICE IN GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000

D F L NL A P UK cY Sl

(LO) (AHS) (E/NI,SC)
Source: Eurydice.

Additional notes

Germany: In the case of the Realschule, remuneration is 31 % of the starting salary.

France: For three months, trainee teachers get a salary corresponding to the lowest grade on the teacher sala-
ry scale. An increase is planned on 1 May 2001. It then moves into the second grade (from the fourth to the
ninth month inclusive) corresponding to 95 % of the salary. Teachers with tenure therefore begin their career on
the third grade.

Luxembourg: The salary remains the same throughout the entire placement. Fully qualified teachers receive
increases related to seniority, their research activity during the placement and their previous experience.
Netherlands: 50 % corresponds to a part-time salary.

Austria: This percentage is calculated with respect to the lowest salary received by an AHS teacher.

United Kingdom (E/ NI, SC): Teachers in the final qualifying phase are paid the minimum starting salary.
However, many newly qualified teachers would be paid above this minimum, as additional points are availa-
ble for good honours graduates and for previous experience in areas other than teaching.

Slovenia: Following a salary increase in 2002, the basic salary will represent 65 %.

3.5. Training obligations

Over and above the professional activities that teachers have to carry out, part of
the final ‘on-the-job’ qualifying phase generally includes more theoretical training
(educational concepts and teaching methods in the strict sense). They may, therefo-
re, be obliged to attend a range of training sessions (including conferences, semi-
nars, workshops, etc.) the content of which is concerned with various aspects of
the teaching profession, and/ or to prepare reports so as to satisfy the evaluation
criteria at the end of this phase.
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In general, these training sessions are organised flexibly enough to match the chan-
ging needs experienced by teachers throughout the final qualifying phase. The
nature of the training programme is often the responsibility of initial teacher trai-
ning institutions (such as the Studienseminare in Germany, the IUFMs in France, or
the universities or polytechnic institutes in Portugal). On its completion, teachers
often have to write a report on one or more topics covered during training. At the
end of their période probatoire, teachers in Luxembourg must also submit a
research project on an issue relating to their national education system. Although
such a project is not strictly compulsory, its successful completion entitles teachers
to tenure and a higher salary.

4. EVALUATION

4.1. Content and types of evaluation

The quality of the work of candidate teachers during the final ‘on-the-job’ quali-
fying phase is appraised with a view to granting them final certified recognition of
their status as fully qualified teachers capable of entering permanent occupational
activity. Tutors everywhere are especially active in the assessment of future teachers,
at least during training. The evaluation of the school head is taken into account in
the definitive report on candidates. It often takes into consideration the appraisal of
tutors on their candidates, since it is they who have monitored their progress during
the entire final stage.

Candidate teachers have to comply with a set of evaluation criteria, the choice of
which is at the entire discretion of schools in Portugal and the Netherlands (in the
latter, teacher training institutions are also autonomous). All the other countries that
arrange for a final qualifying phase, with the exception of Austria and the United
Kingdom, organise compulsory examinations or tests on theoretical and practical
aspects. Teachers may be very active when undergoing assessment (with oral pre-
sentations and/ or reports to submit, etc.) and may sometimes even have to under-
take self-evaluation. For example, in England and Northern Ireland, the outcomes of
self assessment by newly qualified teachers and beginning teachers respectively,
constitute an important part of the evaluation process for the induction period/ stage.

W here countries divide the final qualifying phase into several different stages, satis-
factory completion of the first may be an essential precondition for admission to
successive phases. In Luxembourg, for example, trainees have to secure a favoura-
ble assessment on completion of their 15 months of theoretical and practical trai-
ning in order to secure admission to the subsequent période probatoire (practical
placement). Examinations at the end of this practical placement then determine
whether they will become qualified teachers with permanent tenure. However, it is
very unusual for them not to do so, since the main point of selection is at entry to
the course as a whole.
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FIGURE 5.9: EVALUATION OF TRAINEES/CANDIDATES DURING THE FINAL ‘ON-THE-JOB’
QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER SECONDARY EDUCATION

(ISCED 2A), 2000/01

Types and content of evaluation

Zweites Staatsexamen (second state examination) based on oral and written examinations mainly on
academic aspects of the two subjects of specialisation and their teaching methods, and two lessons given in
the presence of an assessment panel. One of these two lessons may be replaced by a report on a series of
lessons given by the trainee teacher.

A panel made up of members of the inspectorate and IUFM teachers assesses trainees with reference to IUFM
records and the mark awarded for the professional dissertation. The various aspects have to be evaluated
positively.

During the training period (15 months): oral report by trainee teachers themselves, appraisal by coordinators
of the training modules undertaken by trainees and appraisal by tutors of trainees’ work in the classroom, the
knowledge they have acquired, and skills developed in the course of tutoring.

During the practical placement (3 months): oral and written examinations/ report, including knowledge of the
legislation in force, on which admission to the profession depends; evaluation of two lessons in two classes for
which the teacher is responsible; preparation of a teaching record.

Optional preparation (22 months maximum) of a research assignment or work for teaching purposes which
makes a positive contribution to education in Luxembourg. This project is taken into account for appointment
with tenure and subsequent career advancement.

NL

Autonomy of schools and teacher training institutions.

A (AHS)

Evaluation takes account of the final report of the school head based on observation of classroom practice, the
assessment of the tutor, participation in the prescribed programmes and the inspection of the trainee teacher
by the regional school inspectorate. Four determining factors are considered (teaching behaviour, educational
ability, cooperation with staff and parents and administrative tasks).

The university (which is autonomous) is ultimately responsible for evaluating candidates.

UK(B)

UK (NI)

UK (SC)

Newly qualified teachers are assessed against the national standards for completion of induction. Teachers
must demonstrate that they have continued to meet the standards for Qualified teacher status (QTS) obtained
following initial teacher training. Evaluation arrangements combine two aspects: an individualised programme
of monitoring and support and an assessment of performance. This includes observations and meetings to
review progress at least twice every term, and formal assessments of teaching and progress based on termly
meetings between the head teacher, or the induction teacher acting on behalf of the head teacher and the new
teacher.

The induction action plan agreed at the start of the induction period provides a focus for the teacher-tutor to
coordinate the monitoring and evaluation of the beginning teacher’s progress. Monitoring and evaluation are
addressed formally and informally through support, discussion and classroom observation. Evaluation includes
examples of lesson plans, pupils' work and record keeping, and the record of self-evaluation made by
beginning teachers. The final report identifies their strengths and weaknesses. It establishes the core criteria
and is based on observations of teaching by senior colleagues and peers and a portfolio of professional
development.

Written report by the school head which contains an evaluation of how prospective teachers have carried out
their tasks and establishes whether the skills needed for full registration have been acquired.

cYy

The evaluation is based on written exams and written assignments, and a report from the school head which
provides for continuity between the training institution and the trainee’s placement school. Evaluation is also
based on classroom observations by the tutor. The three aspects of training (educational theory, subjects of
specialisation and teaching practice) have to be evaluated positively.

Evaluation during the placement includes observation and assessment by a tutor of at least 30 lessons (the
school head is also involved in assessing the final three lessons). At the end of the training period, a final
report is sent to the State Teaching Examination Board. The report contains the overall evaluation of the
courses and 30 lessons, the progress achieved and the ability of those concerned to teach independently.

The final exam for State Teacher Certification includes an oral part (legislation, law, command of the
language of instruction) and a written part (ability to teach).

Source: Eurydice.
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4.2. Staff responsible for evaluation

Several persons and/ or bodies are involved in assessing candidate teachers.
Responsibilities are often shared between those who issue intermediate reports on
the progress of candidates and/ or the difficulties they encounter and those who
form a final positive or negative judgement of the entire final ‘on-the-job’ qualifying
phase. As Figure 5.10 shows, tutors who have observed prospective teachers throu-
ghout this stage are generally required to take part in the evaluation process, often
working with the head teacher of the school at which trainees have been carrying
out their activities.

At the end of the qualifying period, prospective teachers usually receive a positive
or negative appraisal from a competent education authority at a level higher than
that of the tutor and school head. In England, the Local Education Authority (LEA)
is normally the appropriate body responsible for deciding whether the newly qua-
lified teacher has met the induction standards on the basis of the head teacher’s
recommendation.

In Germany and Slovenia, candidates have to take a state examination.

FIGURE 5.10: BODIES AND/OR PERSONS RESPONSIBLE FOR EVALUATION OF THE FINAL
‘'ON-THE-JOB” QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Bodies and/ or persons responsible for evaluating Bodies and/ or persons with final/ overall
the final qualifying phase responsibility for evaluation
D The Seminarleiter and the Fachleiter at the initial | The state examining board (Kommission fir die
training institution take the decisions. The school | Zweite Sl‘aal‘spriiﬁmg) is appointed by the Ministry of
head and the Mentor are entitled to make | Education and Science or by an intermediate Land
recommendations. education authority. Generally the board consists of
at least one senior inspector as chairperson, the
director or deputy-director of the Studienseminar and
two Fachleiter from the training institution.
F Tuteur, conseiller pédagogique. Examining board consisting of members of the
inspectorate and IUFM trainers.
L Training module coordinator, futeur, board of the | Committee comprising a government commissioner,
teacher training department of the Centre|a chée director and three teachers with civil servant
Universitaire de Luxembourg for the period of | status (at least one of whom has been involved in the
theoretical and practical training. stage pédagogique) in the case of the final période
probatoire.
A Betreuungslehrer. The school head on behalf of the school and a
regional inspector on behalf of the Board.
P Coordenador de estdgio. Higher training establishments responsible for the
course.
NL Autonomy of schools and teacher training institutions. | Autonomy of schools and teacher training institutions.

Source: Eurydice.
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FIGURE 5.10 (continued): BODIES AND/OR PERSONS RESPONSIBLE
FOR EVALUATION OF THE FINAL ‘ON-THE-JOB’
QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Bodies and/ or persons responsible for evaluating Bodies and/ or persons with final/ overall
the final qualifying phase responsibility for evaluation
UK (B) Induction Tutor and school head. In maintained schools, the local education authority

(LEA) is the ‘appropriate body’ responsible fo
deciding whether the NQT has met the inductior
standards on the basis of the head teacher’:
recommendation.

UK (NI) Teacher-tutor, Principal. Board of Governors on the recommendation of the
principal.

UK (SC) School head. General Teaching Council (GTC).

cYy Director of the Pedagogical Institute or his/ her | Evaluation board.

representative, Director of Secondary Education,
Director of Technical Education, Head of the
Department of Vocational Training, representative of
the University of Cyprus, trade unions of secondary
schoolteachers, OELMEK and OLTEK.

S Tutor and school head. State Teacher Certification Examination Board.

Source: Eurydice.

4.3. Procedures in case of failure

If the result of evaluation proves negative and candidate teachers are not regarded
as capable of embarking on full professional activity, further training or even repe-
tition of the entire final qualifying phase (as in the case of Germany, France,
Portugal and the Netherlands) may be recommended by those who conduct
evaluation. Nevertheless, according to the data available, the failure rate is low.
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FIGURE 5.11: ARRANGEMENTS IN THE CASE OF UNSATISFACTORY PROGRESS,

AND FAILURE RATES IN THE FINAL ‘ON-THE-JOB’
QUALIFYING PHASE FOR TEACHERS IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Arrangements in case of unsatisfactory Failure rate
evaluation
D Repetition of the final qualifying phase. Rates not available.
F The entire second year of training in an IUFM is| Around 5 % of trainees. On completion of the further
repeated. year, less than 1 %.
L Additional training: it is possible to undertake three | Rates not available but they are very low.
additional terms to cover the unsatisfactory parts of
training.
A No job is offered. However, dropout often occurs | Failure rate is close to 0 % but this does not include
where there is unsatisfactory progress during | dropout.
training.
P The whole placement is repeated. Very low.
NL The final qualifying phase is repeated. Rates not available.
UK (B In the case of failure to complete the induction period | Rates not available.
satisfactorily, NQTs can exercise their right to appeal
against the decision.
UK (NI) In cases of unsuccessful induction, the final report | Rates not available.
would normally recommend a further period of
induction, i.e. a term.
UK (SC) Extension of the probation period and provisional | Rates not available.
suspension of registration with the General Teaching
Council (GTC).
cYy Those parts of training (educational theory, subjects | Rates not available.
of specialisation or teaching practice) that the trainee
has failed are taken again.
S Additional training possible in certain specific | 5 % approximately.

subjects (legislation and the mother tongue)

The state examination may be taken again after two
months and any number of times thereafter. When
failure occurs for the first time, only the unsatisfactory
subjects have to be taken again. On subsequent
occasions, the exam must be taken in its entirety.

Source: Eurydice.
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CHAPTER 6
SUPPORTING MEASURES FOR NEW TEACHERS

INTRODUCTION

In their first year of service, fully qualified teachers may experience particular dif-
ficulties as beginners in a working environment with which they are still relatively
unfamiliar. Even though they will certainly have come into direct contact with school
teaching practices, this will be the first time that they are confronted with the reali-
ty of daily working activity as fully qualified teachers. Under these circumstances,
support offered by capable and experienced staff may help them to overcome dif-
ficulties that they may encounter as new entrants to their profession. Easing gradual
entry into the teaching profession and, in certain cases, reducing the likelihood of
early drop-out by teachers are the two main aims of supporting measures in seve-
ral countries for new teachers who are fully qualified ('). Teachersin their initial post
are offered formal introductory facilities, in terms of assistance from staff able to
guide and advise them so that they can gradually adapt as effectively as possible
to professional life. Such arrangements for assistance in the transition to professio-
nal life are referred to here as ‘supporting measures for new teachers’.

They amount to a system of organised arrangements for supporting and monitoring
fully qualified teachers at the start of their careers. Arrangements of this kind the-
refore apply to teachers who are fully-fledged members of their profession. Their
purpose is to satisfy specific needs that new teachers may experience and provide
for their professional development.

The provision of in-service training for new teachers may undoubtedly help to
smooth their entry into professional life. However, it is not considered here as a
supporting measure as such.

Such measures for the support of new entrants to the teaching profession have also
to be clearly distinguished from those for candidate teachers during their final ‘on-
the-job’ qualifying phase described in Chapter 5. Support for new teachers is no
longer concerned with formal assessment of their professional ability, as in the final
‘on-the-job’ qualifying phase. Supervision of them as they carry out their daily tea-
ching duties is also less intensive. The aim may be to help them integrate with other
staff and get their bearings so that they can overcome any problems due to lack of
experience, or to foster development of the teaching skills they have acquired
during their initial training and/ or the final ‘on-the-job’ qualifying phase.

(')  Arrangements for the support of all teachers, regardless of their seniority, are not dealt with in the
present report. However, they will be examined in Report lll on the conditions of service of teachers.
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Arrangements for the support of teachers at the start of their careers may be more
or less formal in nature depending on the context in which they were adopted. In
countries with arrangements for formal support, the measures concerned are of two
main kinds which may sometimes complement each other:

» support specially devised to provide guidance, assistance and advice to new
teachers when they take up their first post as fully qualified professionals, as is
the case of all countries offering help of this kind;

« compulsory training during the first year in service as, for example, in Greece,
Spain or ltaly, in which teachers appointed to their first post (after reaching the
required standard in the competitive examination for entry into the profession)
have to undertake a series of theoretical and practical training sessions. This
compulsory training corresponds to a twofold aim: it (a) provides young teachers
with a special system of support and (b) serves to confirm their appointment.

Even more than in the case of the final ‘on-the-job’ qualifying phase, these sup-
porting measures are a very recent trend, and only a minority of countries have
already introduced them. Ten countries offer assistance to new fully qualified tea-
chers in the form of a special classroom support programme and/ or arrange trai-
ning specifically for their benefit, generally during the first year of their careers. In
three other countries, arrangements for support have been launched solely in cer-
tain regions or towns. For example, since 1992 in several regions of Austria the
Pédagogische Institute have organised initiatives including various forms of support
for teachers in their first year of service. In Finland, too, initiatives for support to
new teachers got under way in a few towns in the autumn of 2001. In England, a
pilot scheme to support the professional development of new teachersin the second
and third years of their careers has existed since September 2001. The scheme is
part of the government’s strategy for the continuing professional development of
teachers and aims to support, develop and retain teachers beyond their induction
period. In the other countries, no such supporting measures are in operation.
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FIGURE 6.1: YEARS MARKING THE INTRODUCTION OF SUPPORTING MEASURES
AND/OR ASSOCIATED WITH PLANNED MEASURES FOR NEW ENTRANTS
TO THE TEACHING PROFESSION IN GENERAL LOWER SECONDARY EDUCATION (ISCED 2A)

— CY Law for teacher evaluation

— SK Decree concerning in-service teacher training

— CY Introduction of the ‘Subject coordinator' status

— LI 1990s: Department of Education directives

— CZ 1990s: request for implementation of supporting measures

r {A} {in some regions}

—E Royal decree on career entry/skills acquisition of civil servants

— | Education decree

— IS Law on the grunnskdla

— UK (N|) Start of Early Professional Development

IS Agreement between teacher union and municipalities

EL Presidential decree on initial teacher training
PL introduction of tutor status (Opiekun stazu)

{F|N} {in few towns}
{UK (E)} {pilot schemes}

N
76 80 85 88 90 92 94 98 2000 7
93 95 99 2001

Years associated with planned measures

Already agreed | B fr: December 2000 decree providing for special support at the start of a teacher’s career. It is being
timetable introduced with effect from September 2004 (given that the first teachers to benefit from the new
provisions will complete their three years of study in June of that year).

F: 2001 ministerial circular concerning support for entry into the profession. From the start of the
2002/ 03 school year, measures for support and training are gradually being introduced during the
first two years of service.

UK (W): Framework for early professional development to be introduced from September 2003.

EE: Planned for 2003/ 04. Although, at present, schools appoint an experienced teacher to supervise a
new teacher, the responsibilities of the former are not determined at national level.

HU: A 2002 proposal for a tutor system to help new teachers is subject to consultation. The career
model for teachers is planned for gradual introduction up to the end of 2006.

Discussion D: Recommendation approved by the KMK in 1999.
under way
L: Undergoing discussion.

P: The decrees of 1990 and 1998, which provide for supporting measures during the initial in-service
period (periodo probatério) of new teachers, have not yet been implemented.

Additional notes Source: Eurydice.
Spain: The 1993 royal decree may have varying implications from one Autonomous Community to the next.
Iceland: The agreement between the Icelandic teachers” union and the municipalities relates to the 1998-2000
period.

Explanatory note

‘Undergoing discussion’ or ‘subject to consultation’ implies the existence of a draft law, policy document or any
other official preparatory document emanating from the educational bodies concerned. Pilot projects or expe-
rimental schemes may also be under way.
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However, many other countries are becoming increasingly interested in the deve-
lopment of special arrangements for the supervision of new fully qualified teachers,
and have placed such measures firmly on the agenda for debate. In some coun-
tries, proposed measures have already been drafted and a timetable for their intro-
duction has also been prepared. In the French Community of Belgium, for example,
the December 2000 decree provided for special support for teachers at the start of
their careers which is being introduced from September 2004. In France, the pre-
sent lack of support for teachers who have just secured appointment on full tenure
after leaving an IUFM is offset, with effect from the 2002/ 03 school year, by a mini-
mum of three weeks of training during the first year in service with tenure and two
weeks during the second year. Set out specifically in a circular of July 2001, these
new arrangements for support include supervised discussions and exchanges invol-
ving new teachers and ‘supporting teachers' with some experience. Certain pilot
experiments got under way at the start of the 2001/ 02 school year. In Wales, a
special early professional development programme for new teachers is being intro-
duced with effect from September 2003. The educational authorities in Estonia are
currently preparing a system for monitoring and supporting new entrants: expe-
rienced teachers are training to act as ‘guides’ and to assist their young colleagues
with effect from 2003/ 04. As part of the teaching career model in Hungary, a tuto-
ring system is planned for gradual introduction up to the end of 2006.

It is thus clear that action to develop support for new teachers when they
embark on their careers is now well under way. Several countries are openly
debating the need for formal arrangements to ensure that new entrants to the
teaching profession are supportively assisted by their colleagues. Schemes still
at proposal or discussion stage have been initiated in this way in Germany,
Luxembourg and Portugal.
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1. TYPES OF CONTENT AND ASSISTAN CE

Assistance for new entrants to the teaching profession is not subject to special
conditions. Where a programme of supervision and support exists, it is offered
unconditionally to all young teachers. In Northern Ireland and in Poland (trainee
and contractual teachers), this assistance is not optional. The Early Professional
Development (EPD) phase in Northern Ireland is regarded as essential to the pro-
fessional development and continuity of training of all teachers. Similarly, in
Greece, Spain, Italy and Cyprus, involvement in the training programme for the first
year(s) of actual teaching is compulsory.

The context in which assistance is provided may call for some degree of organisa-
tion. As part of in-service training provision in Greece, for example, there are
arrangements for teachers to receive advice and guidance, between October and
March in their first year of activity. This is provided by several appropriately quali-
fied staff members, including an educational counsellor who acts as a tutor. The
school head and other experienced colleagues may also be involved. Throughout
this period, teachers are observed as they perform their work in the classroom and
then hear the opinion of all those who have been observing them. In the second
half of June, they also have an opportunity to discuss problems they have encoun-
tered in their teaching and possible solutions to them. Besides their special com-
pulsory training, new teachers in Spain receive support from a tutor who teaches
the same subject. In Cyprus, newly appointed teachers receive help and assistance
from three sources. The subject inspector observes classroom performance throu-
ghout the school year, which lasts from September to June, with such classroom
visits usually taking place between October and May. The other two sources from
which the newly appointed teacher may get help and advice are the school head
and the deputy head, acting as departmental head.

In general, however, countries arranging for support do so in more informal ways,
by becoming more attentive to the individual needs of new entrants to the teaching
profession. Figure 6.2 shows that the latter are helped primarily through observa-
tion of their work in the classroom, and discussions about their progress and any
problems, in meetings with those responsible for supervising them. They are also
able to take part in other activities carried out by school colleagues (such as the
planning of lessons and pupil assessment).

In Northern Ireland, information and guidance on the structure and reporting of
professional development activities are included in The Teacher Education
Partnership Handbook. The handbook contains information on the roles and
responsibilities of the various teacher education partners in Northern Ireland in all
three of the integrated stages of teacher education, namely initial teacher educa-
tion, the induction stage and EPD.
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FIGURE 6.2: TYPES OF SUPPORT AND SUPERVISION AVAILABLE TO NEW ENTRANTS TO THE
TEACHING PROFESSION IN GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

UK
(NI)

m

]

cz  cy

T
B

Type of support SK

Formal/ semi-formal meetings (for the discussion of progress or
problems)

Opinions, information and informal reaction

0 o r

Assistance with the planning of lessons

Assistance with the assessment of pupils/ writing their school
reports

0 00 o -

Participation in classroom activity and/ or classroom observation

Advice concerning skills

Organisation of seminars/ workshops/ discussion groups

Visits to other schools/ resource centres

Special compulsory training .

Others

Introductory

booklet

Source: Eurydice.
Additional notes

Greece: The training known as eisagogoki epimorfossi for new teachers consists of three stages lasting a total
100 hours.

Spain: Organisation of the first year of actual teaching is the responsibility of the Autonomous Communities
and may vary slightly from one school or Community to the next.

Italy: During the anno di formazione, teachers receive 40 hours of training (25 hours of on-line distance pro-
vision and 15 hours of seminars).

2. DURATION OF SUPPORT

The time that support lasts varies from one country to the next in accordance with
practice characterising these measures but, in general, it is provided at least during
the first year of service. In Spain, the period varies between a term and a school
year depending on the Autonomous Community concerned. Teachers in Northern
Ireland are involved in the Early Professional Development scheme during the first
two years of their careers. In Cyprus, too, supporting measures for new teachers
cover their first two years in service. In the Czech Republic, arrangements for new
entrants to the teaching profession, which are available in the first instance for 12
months, may be extended if necessary. Support is compulsory in the first two
employment contracts in Poland, lasting nine months (Staz) and two years nine
months, respectively, during which fully qualified teachers have a fixed-term
contract and the status of trainee and then ‘contractual teacher’. Subsequently,
when they secure permanent status, they themselves take the initiative in requesting
support and decide how long it should last.
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3. WORKLOAD

In general, new entrants do not have a teaching workload that is any less than that
of more senior teachers. However, in Northern Ireland, school heads should ensu-
re that new teachers have adequate time and resources to engage in Early
Professional Developmenf. In Iceland teachers have a reduced teaching workload,

and in Liechtenstein they give two class periods fewer a week.

4. STAFF RESPON SIBLE FOR PROVIDING SUPPORT

A designated person is always responsible for supporting new fully qualified

teachers.

FIGURE 6.3: CONDITIONS ASSOCIATED WITH STAFF
RESPONSIBLE FOR SUPPORT OFFERED TO NEW ENTRANTS TO
THE TEACHING PROFESSION IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Persons responsible Body/ person who Special training of Salary increases/ other benefits
for support appoints those persons responsible for received by persons responsible
responsible for support for support
support
EL Educational adviser Ministry of Education | None, but they have at | Monthly salary increase
least 20 vyears of
professional experience
E Tutor (teacher who | Evaluation committee | None, but there is an | None
teaches the same | (whose membership | ongoing draft regulation
subject as the | depends on the | for the training of tutors
beginner) Autonomous
Community
concerned)
| Tutor (teacher who | School head on the | None None
preferably teaches | advice of the
the same subject as | teachers assembly
the beginner)
UK (N1) Tutor School head Yes, training is given by | A salary increase is possible at
the Education and Library | the discretion of the school head
Boards and other initial | or Board of Governors
training institutions
IS Experienced teacher | School head None Salary increase
and school head
u Experienced teacher School head Optional training Two lessons fewer a week
cz School deputy head School head Yes, by in-service training | Any salary benefits are at the
centres or universities entire discretion of the school
head
cy Subject inspector, | Education service | Yes, special training and | Salary scale for the position they
school head and | commission academic credentials hold
departmental head
PL Opiekun stazu (tutor) | School head Yes, by in-service training | A salary increase and a reduction
centres or universities in teaching time
SK Experienced teacher School head Yes, by in-service training | Salary increase
centres or universities

Source: Eurydice.

99



100

Inifial feacher training and transition fo working life

In general, those exercising such oversight are experienced teachers who have
acquired a given level of seniority in their career and/ or school heads. In Northern
Ireland, Early Professional Development provides for the assistance of a tutor
appointed by the head of the school in which a new teacher has begun work. In
Greece, educational counsellors (with at least 20 years of professional experience)
are specially appointed by the Minister of Education to perform this supportive role
for new entrants during their first year of service.

Those who act as ‘supporting teachers’ or ‘guides’ often receive special training in
order to carry out this work with new teachers. Such training is provided by uni-
versities or in-service training centres.

In some countries, teachers working as tutors may receive a salary increase for car-
rying out their duties. In Poland, they may also be entitled to a slight reduction in
their teaching workload.
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5. EVALUATION

Although the foregoing arrangements are not followed by any ‘qualifying’ assess-
ment, in the strict sense, of progress achieved by teachers in their first (and second)
year(s) of work, the majority of countries concerned require those responsible for
the support to draft a final report on the professional development of new teachers.
Thisis a way of examining the effectiveness of particular arrangements for support.

In Northern Ireland, for example, school heads are responsible for helping the
inspectorate to sustain the quality of Early Professional Development. Work done by
new teachers on professional development activities may qualify as credit towards
postgraduate courses at certain universities or colleges in Northern Ireland. W hen
new teachers have completed their first year in service in Slovakia, the school head
or leader of the district council convenes a panel to undertake a final assessment of
them. In Italy, teachers prepare a final activity report for submission to an evalua-
tion committee which, in nearly all cases, confirms their appointment. The commit-
tee consists of the school head and, depending on the size of the school, two to four
teachers elected by the general assembly of teachers. In Spain, a committee for
qualification whose membership varies from one Autonomous Community to the
next, is responsible for organising training and assessing the final report that tea-
chers have to draft. This report, together with the one from the tutor, is taken into
account when deciding on the final appointment. In Poland, a commission is esta-
blished for the first two evaluation phases providing entitlement to a salary increa-
se and promotion in terms of status. It consists of the school head, the tutor and a
union representative in the case of the first promotion after nine months (the Staz).
W here appointment with tenure is concerned, three experts representing the minis-
try and a representative of the school governing body are also present.
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SUMMARY AND CONCLUSIONS

Enhancing the academic and professional dimensions of initial teacher training

The status of a profession and its recognition by society naturally depend on the
level of qualification required by those who practise it. Teachers are no exception.
A review of measures introduced since 1970 to increase qualification requirements
(Chapter 1) has demonstrated that concern with raising the level and/ or extending
the period of study required has everywhere been central to reform. Recognition of
the importance of theoretical and practical professional training specifically for tea-
chers, and general education (implying academic knowledge) has also inspired the
major reforms of initial teacher training for lower secondary education.

Today, it is still clear that policy-makers are striving to find the best possible balan-
ce between two competing requirements, namely the need to place greater empha-
sis on academic knowledge and/ or to improve professional skills. The compromise
depends on the situation formerly prevailing in the country concerned. In one way
or another, reforms in most countries are geared to making some form of specifi-
cally professional training compulsory and/ or to increasing the share of professio-
nal training within training as a whole. In ltaly, for example, professional training
in universities has recently been made compulsory and a similar measure is being
implemented in Greece with effect from 2003. Yet it would appear that in some
countries in which training has clearly been transferred to a university setting,
enhancement of its academic dimension is assuming greater importance than pro-
fessional training as such. This trend is partly attributable to traditional values asso-
ciated with a university education but also to the considerable autonomy granted
to institutions with university status (Chapter 3).

In the great majority of countries in 2000, the minimum period of initial teacher
training was four or five years, the main exceptions being Belgium, Austria (for
Hauptschule teachers) and Iceland, all of which offered solely three-year courses.
The qualification obtained on completion of training was classified as level 5A,
equivalent to conventional university level; only Belgium and Denmark retained
(non-university) level 5B. It is therefore highly likely that reforms in the years ahead
will not now affect the actual organisation of courses (in terms of their level and
duration) except in the case of changes expected in the organisation of higher edu-
cation following the joint declarations of European education ministers (For a
European Area in Higher Education) at Bologna (June 1999) and its follow-up in
Prague in May 2001. On the other hand, they will almost certainly be concerned
with course content, and place emphasis on the acquisition of specific skills
(see Chapter 3).
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The concurrent model is increasingly dominant

The period of compulsory education has been extended in many countries in the
last 30 years and lower secondary education is now an integral part of compulso-
ry provision in all European countries. For many years, the Nordic countries and
half the European Union candidate countries have fully integrated this level of edu-
cation into a single structure together with primary schooling. In all EU candidate
countries which adopt such a structure, the initial training of teachers for these final
years of compulsory education is customarily provided in accordance with the so-
called concurrent model.

Over the last few decades, most Nordic countries have carried out reforms leading
to adoption of this model. In most cases, policy-makers have initially introduced it
alongside the conventional consecutive model. They have then abolished the latter
or ensured that the concurrent model becomes the dominant one (see Chapter 1).
As a result of these reforms, therefore, the qualifications of teachers at ISCED levels
1 and 2 have become increasingly similar, or have been merged.

The other countries that have retained a clear separation between primary and
secondary education have also adopted or are seeking to adopt a concurrent
model of teacher training for lower secondary education, sometimes in combina-
tion with the consecutive model (see Chapter 2).

Spain, France, ltaly and Bulgaria are the exceptions. In these countries, all initial
training for teachers intending to work at this level is provided in accordance with
the consecutive model. In Spain, changes in the model adopted have clearly cor-
responded to changesin the organisation of basic education. During the whole per-
iod in which compulsory education was provided within a single structure, teachers
were trained in accordance with the concurrent model. Following the 1990 LOGSE
reform which divided compulsory education into two clearly separate levels, tea-
cher training for lower secondary education has been adjusted in accordance with
training for upper secondary level, on the basis of a consecutive model.

France is the only country in which, in 1982, it was decided to bring the model of
teacher training for primary education gradually into line with the corresponding
pattern for lower secondary level.

It should be emphasised that, in the case of concurrent models of training, students
decide to become teachers at a very early stage. Their training thus amounts to a com-
mitment extending over a substantially longer period. On the other hand, in consecu-
tive systems, the decision to join the teaching profession is taken much later, after obtai-
ning a first tertiary education qualification, so that the period of teacher training as
such is relatively short. In the case of the consecutive model, therefore, it is harder for
those who plan for the provision of training to estimate several years in advance the
number of graduate teachers who will be available to meet future demand.



Summary and conclusions

In most countries, limits are set on the number of places at the point of entry to
teacher training

Very few European countries provide for free or open access to initial teacher trai-
ning for secondary education (Chapter 2). In general, this number is centrally
determined. In some EU candidate countries and Spain, the decision is decentrali-
sed. Asregards the criteria adopted for selection, they are generally left to the dis-
cretion of training institutions, or established jointly with the central authorities. In
several countries, decisions on selection criteria are increasingly being taken at
central level and this trend will most probably become more marked in the years
ahead with the implementation of quality assurance measures. The academic pro-
ficiency of candidates remains the commonest selection criterion, and is assessed
either with reference to marks obtained in previously awarded qualifications, or by
means of an entrance examination. Criteria associated with interpersonal aspects
or motivation for working with adolescents are less frequently considered. In some
countries, training institutions take account of interviews conducted as part of their
selection procedures. Yet, where factors that are more psychological and concer-
ned with teaching itself are taken into consideration, this appears important both
for candidates who must decide whether to commit themselves fully to preparation
for the profession, and for trainers who administer selection and have to provide
quality training.

Achieving an appropriate balance between teacher supply and demand seems to
be the main reason for setting a limit on the number of places. In many cases, the
enrolment capacity of institutions also justifies limiting admissions at the point of
entry. These two concerns are thus sometimes liable to work against each other
when the number of teachers required is greater than the number of vacant training
places. In such instances, the expenditure on additional infrastructure and teaching
resources that the public authorities are able to authorise for training purposes may
be subject to strict budgetary limits.

Institutions with substantial autonomy in the curricular domain

Besides the selection of candidates, matters relating to the training curriculum itself
will no doubt also be more tightly controlled. In Europe, major changesin the actual
content of initial training, in terms of the skills that teachers should acquire, are to
be expected in the next few years. As Chapters 2 and 3 have clearly demonstra-
ted, the greatest disparities between countries and within individual countries are
to be found in two essential components. The relative share of professional training
(theoretical and practical teacher training) in training as a whole varies from one
country to the next and within individual countries. The same variation is observa-
ble in the minimum skills expected of teachers in certain areas that have become
gradually essential to their occupational activity. Admittedly, many national policies
stipulate that training institutions should devote at least a minimum amount of time
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to professional training. However, in over half of the countries, less than 25 % of
training is concerned specifically with teaching skills. Indeed, in some countries,
institutions have complete autonomy in this area.

Chapter 3 examines more closely the extent to which training institutions are free
to determine the content and/ or the time to be set aside in the curriculum for par-
ticular skills in five major new areas, namely the use of ICT to enhance teaching
activity, professional skills in management and administration, skills required to
support children with special needs and those from migrant families and, finally,
communicating with pupils and managing their behaviour. Almost everywhere, ICT
is a compulsory part of training. Conversely, training in management and admi-
nistration is rarely included in the compulsory curriculum. This may be largely attri-
butable to the fact that the increased management autonomy granted to schools has
altered the occupational responsibilities of school heads but had very little impact
on those of teachers. The three other areas are included in the curriculum of around
half of European countries. Variations are doubtless attributable to their own
particular circumstances. For example, the inclusion of these areas in the curricu-
lum at least partly depends on whether children with special needs are educated
within separate or mainstream provision and on the position of migrants in
the country concerned.

Over and above the mandatory inclusion (or otherwise) of these five areas in trai-
ning, this part of the study indicates that the recommendations are very general and
that institutions may have considerable room for manceuvre in deciding how much
time should be devoted to them and/ or what should constitute their content. Only
six countries are noteworthy for their detailed recommendations in all or nearly all
of the foregoing areas. Luxembourg and Estonia have defined both the aspects that
should be covered and the time that should be spent on them. The Netherlands and
the United Kingdom have specified the skills that should be acquired. Everywhere
else, the skills of teachers on completion of their training may vary with the training
institution they have attended.

The issue of how a policy for the management autonomy of institutions can be com-
bined with quality assurance of the skills acquired by trainees is a matter of concern
for a number of countries. Just as the precise key skills that young people should
have on completion of compulsory education are now a matter for debate, so iden-
tification of the skills that all teachers should possess on completion of their training
is among the key concerns of many policy-makers. This issue is of critical
importance. It has a direct bearing, first, on whether and how the status of the
teaching profession will be enhanced in line with persistent demands to this end
and, secondly, on efforts to ensure that teachers at the start of their careers are
properly equipped to engage in full professional activity and offer their pupils a
sound education.
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Teachers remain subject specialists but may generally be recruited at several
levels of the education system

In most European countries, as Chapter 4 has shown, initial teacher training for
lower secondary education remains highly specialised in just one or two subjects.
The range of subjects for which graduate teachers may claim to be fully qualified
is thus very limited. As far as managing supply and demand is concerned, this may
represent a real handicap for institutions whenever there is a rise or fall in the
demand for teachers of particular subjects. Such trends may give rise to shortages
and/ or oversupply, respectively ('). The few countries in which teachers are trained
as semi-specialists or even regarded as generalists are less frequently obliged to
recruit teachers who are fully but inappropriately qualified. In cases of this kind,
only a widespread general lack of teachers amounts to a real shortage.

It may also be argued that highly specialised training should attach special impor-
tance to ensuring that trainees become aware of the importance of team-work.
Indeed, it is at least plausible that, without appropriate training, subject specialisa-
tion inhibits team-work and, with it, the development of new approaches to cross-
disciplinary provision so widely recommended.

Moves to ease the transition to full professional life

Chapters 5 and 6 together describe all measures implemented in Europe to ensure
that the entry of newcomers into the teaching profession is fully satisfactory. For
these beginners, the point at which they transfer from a training institution which
has provided them for some years with the necessary grounding, to a real school
environment, is of considerable importance. This transition may occur gradually
and involve teachers completing several stages in turn before they are regarded as
fully-fledged professionals.

Features of the transition between the initial training and full professional activity of
teachers have been reviewed, by directly examining the measures implemented in
different countries in order to support and guide them at this stage which has such
critical implications for their subsequent professional commitment.

Depending on the country concerned, there are two main ways of arranging for
this transition as follows:

» by preparing teachers for the start of their careers during a final ‘on-the-job’ qua-
lifying phase (Chapter 5). During this stage, they are still regarded as ‘candida-
tes’, since they are not completely qualified to begin their careers as fully-fledged
members of the teaching profession. Their professional development is closely
monitored and the training and assessment aspects of this phase are crucial.

" For an in-depth analysis of the issue of supply and demand, see Eurydice. The teaching profession
in Europe: Profile, trends and concerns. Report Il: Teacher supply and demand. General lower
secondary education. Key topics in education in Europe, volume 3. Brussels: Eurydice, 2002.
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» supporting measures for new teachers (Chapter 6) who are already regarded as
fully qualified professionals and employed as such. Measures of this kind are not
intended to provide newcomers with any further qualifications (since they alrea-
dy possess all those that are necessary to teach), but to help them overcome any
difficulties they may encounter as beginners in their profession.

Finally, the two kinds of arrangement may exist in combination. At present, only
Northern Ireland in the United Kingdom and Cyprus have introduced these two
types of measure, but a certain number of countries are planning similar initiatives.

The two sorts of arrangement examined here do not reflect a deeply rooted tradi-
tion in European systems for the training and recruitment of teachers. At present,
the final ‘on-the-job’ qualifying phase and supporting measures for new teachers
do not yet correspond to widespread practice in the world of teaching in Europe,
but they are moving in this direction. An increasing number of education authori-
ties are now recognising that transition is an important issue and are planning pro-
grammes to enable new teachers to move more easily and successfully into profes-
sional life. In 2000/ 01, nine European countries provided for a final ‘on-the-job’
qualifying phase and ten had also established measures for support and systema-
tic assistance to new teachers. As Figure A illustrates, certain countries that have
established a final qualifying phase are planning measures for the support of new
teachers. The two types of provision are thus becoming complementary.

Furthermore, a number of other countries which currently have no arrangements for
‘on-the-job’ training or support for new teachers are also planning to implement
new programmes to address these areas (French Community of Belgium, Finland,
Wales in the United Kingdom, Estonia and Hungary). The foregoing types of pro-
vision are thus now coming fully into the open and have been developing in the
short period since the end of the 20th century.
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FIGURE A: PROVISION OF A FINAL ‘ON-THE-JOB” QUALIFYING PHASE
AND/OR SUPPORTING MEASURES FOR NEW TEACHERS IN GENERAL LOWER SECONDARY
EDUCATION (ISCED 2A), 2000/01

Final ‘on-the-job’ qualifying phase No
at planning stage or final ‘on-the-job’
subject to consultation qualifying phase
Supporting measures for new teachers UK (NI), CY 2'2 E 1 IS U, Cz, PL
Supporting measures for new teachers at D,F, L A (AHS), P,
planning stage or subject to consultation UK (B) UK (W), EE Bfr, N, HU
Bde, B nl, DK, IRL
No supporting measures for new teachers NL (LUO), UK (SC), SI NL S, NO, BG, LV, LT,

HU, MT, RO

Source: Eurydice.
Additional notes

Netherlands: For students in the dual system of training in which work and study are combined, the Leraar in
Opleiding (LIO) constitutes an optional pathway alongside the normal system of compulsory practical teaching
placements during initial training.

Austria: The final ‘on-the-job’ qualifying phase is solely for university-trained teachers intending to work in the
allgemeinbildenden hoheren Schulen. Supporting measures for new teachers are operational only in certain
regions.

Finland: Initiatives for support to new teachers are operational solely in a few towns.

United Kingdom (E): The induction period applies to all those wishing to teach in maintained secondary
schools, who have secured qualified teacher status (QTS) since May 1999.

Explanatory note

By ‘at planning stage’ or ‘subject to consultation’ is meant the existence of a draft law, policy document or any
other official preparatory document emanating from the educational bodies concerned. Pilot projects or expe-
rimental schemes may also be under way.

Even though these two types of measure for the supervision of prospective or new
teachers pursue fairly similar aims, their organisational features differ somewhat.
Figure B summarises the similarities and differences between them.

These two types of measure may be distinguished from each other above all by dif-
ferences in salary and evaluation criteria. Thus during the final qualifying phase,
the support offered to new teachers is conditioned by the fact that they are still
regarded as trainees and must undergo a final appraisal of their professional abi-
lity. By contrast, the supporting measures for new teachers are not devised for
assessment purposes in a way that might hinder continuation of their career.
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FIGURE B. SIMILARITIES AND DIFFERENCES BETWEEN THE FINAL
‘ON-THE-JOB” QUALIFYING PHASE AND SUPPORTING MEASURES FOR NEW TEACHERS,
GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

Final ‘on-the-job’ qualifying phase

Supporting measures for new teachers

Organisation/ timing

During or after initial training.

Normally prior to permanent recruitment.

After initial training.

After recruitment.

Duration

Variable (between 7 and 40 months).

Variable (generally 1 year).

Conditions for
admission

Possession of an initial qualification (in
certain cases, successful performance in a
competitive examination).

The person concerned must be a fully qualified teacher
and have satisfied the conditions for entry to the
teaching profession and/ or been allocated a first post.

Responsibility vis-a-vis
the class

Total and/ or supervised.

Total

Teaching workload

Generally less than that of a fully qualified
teacher.

The same as that of other more experienced
colleagues.

Salary

Normally lower than that of a fully
qualified teacher.

The normal salary of a new teacher.

Obligations linked to
training

Yes, other than in exceptional
circumstances.

In some countries.

Supervised by a tutor

Yes, an experienced teacher. Tutors may
receive salary increases or other benefits.

They rarely receive special training.

Yes, an experienced teacher. Tutors may receive
salary increases or other benefits.

They rarely receive special training.

Assessment

Yes, with formal testification that the
person concerned is fully qualified to
teach.

No, but a report on the progress of new teachers may
be requested.

Source: Eurydice.

The provision of one of the two foregoing kinds of support for prospective or new
teachers does not mean that the country concerned will necessarily provide training
in accordance with a particular model, whether concurrent or consecutive. Either form
of support may coexist with either model. Neither is the method of recruitment (%)
associated with one or other type of support.

In short, on completion of initial training, teachers may have satisfied very diffe-
rent types of requirement to qualify for their profession

From the foregoing, it may be concluded that the distinctive background and qua-
lifications of graduates who have been trained to teach in lower secondary educa-
tion vary widely from one country to the next. They have received different types of
training of differing duration. Their ages vary and some of them will have spent a
considerable period of time in schools, with the status of salaried ‘beginner tea-
cher’. In other countries, they assume full responsibilities as soon as their career
gets under way, without having acquired real professional experience outside their
supervised practical placements during training. This wide variety of situations in
the world of teaching in Europe is summarised in the following diagrams which set
out, country by country, each stage of initial training and the transition to full pro-
fessional activity.

()  See Chapter 3 on types of recruitment methods of the study Eurydice. The teaching profession in
Europe: Profile, trends and concerns. Report Il: Teacher supply and demand. General lower secon-
dary education. Key topics in education in Europe, volume 3. Brussels: Eurydice, 2002.
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FIGURE C: LENGTH AND STRUCTURE OF STAGES IN THE INITIAL TRAINING OF TEACHERS
FOR GENERAL LOWER SECONDARY EDUCATION (ISCED 2A) AND
IN ARRANGEMENTS FOR THEIR TRANSITION TO PROFESSIONAL LIFE, 2000/01

Number of years

Number of years

0 1 2 3 4 5 6 7 8 0 1 2 3 5 6 7 8
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Number of years Number of years
I:I Concurrent model of initial training ] | Consecutive model of initial training
[ 1 | General education >>>>> | Educ. or training provided exclusively abroad
Competitive examination I | FAnal ‘on-the-job’ qualifying phase

Supporting measures for new teachers

Period of provisional appointment with support and training

v One or more certification stages during and at the end of initial training

v Certification on completion of the final ‘on-the-job’ qualifying phase
% | Fnal ‘on-the-job’ qualifying phase planned or under discussion

[ ] Supporting measures for new teachers planned or under discussion
L | Professional career

Additional notes (see next page)

Source: Eurydice.
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Additional notes (Figure C)

Belgium: Measures in hand for the support of new teachers relate solely to the French Community.

Germany, Greece, Spain, United Kingdom (SC), Norway, Bulgaria, Czech Republic, Estonia and Latvia: Only
the minimum period of initial teacher training is shown here. For any detailed information concerning varia-
tions in the length of initial training in these countries, see Chapter 2, Figures 2.2 and 2.3.

Greece: The procedure for selection using a list of candidates will be permanently replaced by one of compe-
titive examination in 2003. The professional training programme will become compulsory and an integral part
of the general university course.

France: During their first three years in higher education, students may, if they wish, undertake preliminary pro-
fessional training at university. The first year of IUFM training (shown in white) is not compulsory but the cus-
tomary path is two years of (general and professional) training in an IUFM.

Ireland, Portugal, Finland, Sweden, United Kingdom, Iceland, Norway, Lithuania, Malta and Slovenia: Only
the dominant model of training is shown here. For any detailed information concerning both models of training
in these countries, see Chapter 2, Figure 2.1.

Italy: According to the new regulations, university graduates receive two years of theoretical and practical trai-
ning in specialisation schools before taking the competitive recruitment examination. In 2000/ 01, a transition
period, they were still able to sit the examination (cattedre di ensegnamento) without having had to complete
the two years of specialisation.

Luxembourg: The research assignment that teachers have to carry out in their final qualifying phase (stage
pédagogique) must take no longer than 22 months. This period is not shown.

Netherlands: For students in the dual system of training in which work and study are combined, the Leraar in
Opleicling (LIO) constitutes an optional pathway alongside the normal system of compulsory practical teaching
placements during initial training.

Austria: The concurrent model corresponds to teacher training for the Hauptschulen and the consecutive model
to training for the AHS.

United Kingdom (E/ W/ NI): A first degree is followed by a one-year Postgraduafe Certificate in Education
(PGCE) course.

United Kingdom (SC): The length of the final ‘on-the-job’ qualifying phase may be two school years in one or
several schools, or one school year if the teacher concerned has acquired professional experience in a further
education college.

Poland: Support is compulsory in the first two employment contracts, lasting nine months and two years nine
months, respectively. On permanent appointment, teachers themselves decide how long they wish to benefit
from supporting measures.

Slovenia: Trainee teachers for lower secondary education have to complete a final 10-month ‘on-the-job’ qua-
lifying placement which, until September 2002 may be extended by two months during the summer holidays
so that they can prepare for the final Teacher Certification Examination.
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More specifically, the diagrams illustrate for each country the minimum duration of
full initial training (distinguishing between the concurrent or consecutive model),
and the point at which the first and/ or second qualification(s) are awarded. In
addition to this basic information, the diagrams also represent, for the countries
concerned, the duration of the final ‘on-the-job’ qualifying phase, the arrangements
for selection at the point of entry into the profession (the existence of a competitive
examination), supporting measures for new teachers and, in certain cases, the per-
iod of provisional appointment following successful completion of procedures for
entering the profession (with in-service training).

Because the majority of supporting initiatives intended to facilitate the entry of tea-
chers into their profession have been implemented only recently, an evaluation of
their effectiveness would still be premature. Nevertheless, in countries in which a
final ‘on-the-job’ qualifying phase has already existed for some years, experts are
starting to evaluate the approach, and to consider the real effectiveness of this kind
of arrangement, as well as the possible need for reforms. For example, in Germany,
the final qualifying phase known as Vorbereitungsdienst, which is an integral part
of initial teacher training, has been subject to some criticism regarding its real value
in the professional development of teachers. It has been noted that the training insti-
tutions (Sfudienseminare) responsible for this phase often run the risk of training
teachers in ‘total isolation’. Any such isolation is arguably attributable to a weake-
ning of links between universities and teacher training institutions, as well as to a
lack of cooperation between the latter and the schools to which they allocate their
trainee teachers. Also emphasised is the inadequate attention devoted to the trai-
ning of trainers for these institutions, who receive no form of special grounding for
them to carry out their responsibilities effectively. In France, concern has been
expressed over the lack of training for tutors or ‘teachers of teachers’ who work in
the IUFMs.

By adopting a set of supporting measures for new teachers, those responsible for
education in various European countries are attempting to provide appropriate
assistance to those who have chosen teaching as a career, during the crucial trans-
itional period between their initial training and full professional activity. In this way,
they are hoping to at least partly counter the sense of disillusion currently affecting
the teaching profession in some countries, while ensuring that they give teachers the
skills they require to fulfil their responsibilities as educators.

Let us hope that by drawing on the experience already available, these countries will
be able to meet to the full the expectations associated with this major enterprise.
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ANNEXE 1

PRECONDITIONS FOR ADMISSION TO AND EXEMPTION
FROM THE FINAL “ON-THE-JOB” QUALIFYING PHASE

Preconditions for admission

Exemption

D A first qualification (after passing the | Qualified teachers who are citizens of EU Member States, provided
Erstes  Staatsexamen — first state | they have acquired the status of fully qualified teachers in their own
examination). country.

F Successful performance in  the | Qualified teachers who are citizens of EU Member States.
competitive examination for the CAPES
or CAPEPS.

L Preliminary language examinations + | Candidates able to provide evidence that they have completed a
competitive examination in the subject | course of combined theoretical and practical teacher training at a
in which candidates specialised at | private or public-sector educational institution in Luxembourg or
university. another country in the European Union.

NL No regulationsat present. The possibility of exemption depends on whether a teacher training

e institution offers opportunities for a more substantial LIO practical
In the new law: acquisition of 126 )
. period and whether enough places can be found at schools.
credits (+ 3 years of study).

A (AHS) | Successful completion of the entire | Candidates who have successfully completed the entire initial
initial teacher training course. training course for AHS teachers and already hold a certificate
First qualification (Magister). qualifying them to' 'teoch at priméry schools or at chptschulen,' and

who have additionally acquired three years of professional
experience.

P Successful completion of the entire | ® Teachers with over six years of service.
special teachertraining programme. ® Candidateswho hold a Licenciatura in education.

¢ Candidates who hold a qualification in education at the Distance
University (Universidade Abierta).
o Citizens of EU Member States according to the Despacho
Normativo 48/97 of 19 August 1997.
UK In England: Qualified Teacher Status | In England:
QTS).
(E/ NI) (@) ® Teachers who obtained QTS on or before 7 May 1999;

In Northern Ireland: successful completion
of initial teacher education leads to
eligible to teach status.

o Teachers who have satisfactorily completed induction or probation
in Scotland, Northern Ireland, Guernsey, Jersey or Gibraltar.
In Wales, a person who qualifies as a teacher in England or
Wales after7 May 1999 and who takes up a first teaching post in
Wales will be exempt from the requirement to serve induction
when moving on to a post in England, provided at least two terms
are completed in post before the introduction of induction
arrangements in Wales.
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ANNEXE 1 (continued)

PRECONDITIONS FOR ADMISSION TO AND EXEMPTION
FROM THE FINAL “'ON-THE-JOB” QUALIFYING PHASE

Preconditions for admission

Exemption

UK
(E/N1)

* A person who does not yet have QTS but who, subject to certain
conditions, may be employed in education, such as:

a) a person undergoing employment-basedtraining on the
Graduate or Registered teacher programmes

b) an instructor employed when no suitable qualified teacher is

available

c) an overseas-qualifiedteacher employed for up to four years.

* Teacherswho are nationals of the EEA and fall within article 3 of
the EEC Council Directive 89/48 on a general system for the
recognition of higher education diplomas awarded on completion
of professional education and training of at least three years’
duration.

In Northern Ireland, similar conditions exist as, for example, in the
case of teachers who have completed an induction period in
England or a probationary period in Scotland, or teachers qualified
to teach in other EU Member States. Where appropriate, other
teachers may be assessed against the induction competences and
allowed to proceed to Early Professional Development.

UK (SC)

* Successful completion of the full
requirements of an initial teacher
training programme.

* Acquisition of a first qualification, a
university degree of 3 or 4 years.

* Appointment (temporary or
permanent)to a teaching position in
a school

* If a teacher possessing a Teaching Qualification in Secondary
Education, has taught in a Further Education College and wishes
to obtain full registration in secondary education, he/she will only
be required to complete one year of satisfactory probationary
service in a secondary school.

Fully Qualified Teachers from England, Wales and Northem
Ireland are acceptable for registration with the General Teaching
Council for Scotland and no further probationary service may be
necessary.

Teaching experience outside the UK is also acceptable for
registration with the General Teaching Council for Scotland,
provided the experience is deemed equivalent to the Teaching
Qualification and the medium of instruction is English. In this
situation also, a period of probationary service may not be
necessary.

cYy

Successful completion of a bachelor’s
degree in the area of specialization.

Only from certain modules, depending on the duration and the
content of graduate studies.

Successful completion of the initial
teacher training programme.

First qualification.

* Persons returningto teaching.

* Those who have completed the traineeship in other professions,
such as librarianship.

Where there is a shortage of teachers, those who are newly
qualified may start teaching independently. Their salary is
calculated similarly to that of a teacher who has passed the
traineeship without yet obtaining the teacher certification
examination. If a school tries to employ an experienced teacher and
none are available, it may employ a newly graduated teacher (with
the consentof the Ministry of Education).




Annexes

ANNEXE 2
LEVEL OF EDUCATION COVERED BY THE STUDY:

FULL-TIME GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

LEVEL OF FULL-TIME COMPULSORY EDUCATION (')
POST-COMPULSORY
Except for B, F, NL, A, UK (E W/ NI)
SINGLE STRUCTURE
First years Final years or stage
PRIMARY EDUCATION LOW ER SECONDARY UPPER SECONDARY
Bfr ENSEIGNEMENT PRIMAIRE SECONDAIRE DE TRANSITION GENERAL
first 2 years last 4 years
Bde PRIMARUN TERRICHT ALLGEMEIN BILDEN DER UBERGAN G SUN TERRICHT
first 2 years last 4 years
Bnl LAGER ONDERW IS ALGEMEEN SECUNDAIR ONDERW IJS
first 2 years last 4 years
DK FOLKESKOLE HF
first 6 years last 3 years GYMNASIUM
HHX
HTX
D GRUNDSCHULE GYMNASIUM GYMNASIALE O BERSTUFE
GESAMTSCHULE BERUFLICHES GYMNASIUM
REALSCHULE FACHGYMNASIUM
SCHULARTEN MIT MEHREREN GESAMTSCHULE
BILDUNGSGANGEN
HAUPTSCHULE
EL DIMOTIKO SCHOLEIO GYMNASIO ENIAIO LYKEIO
E EDUCACION PRIMARA EDUCACION SECUNDARA BACHILLERATO
OBUGATORA
F ECOLE ELEMENTAIRE COLLEGE LYCEE GENERAL ET TECHNOLOGIQUE
IRL PRMARY SCHOOL SECONDARY/ VOCATIONAL/ COMPREHENSIVE SCHOOL
COMMUNITY SCHOOL AND COLLEGE
first 3 years last 2/ 3 years
| SCUOLA PRMARA SCUOLA MEDIA SCUOLA SECONDARIA SUPERIORE
L ENSEIGNEMENT PRIMAIRE LYCEE GENERAL
first 3 years last 4 years
NL BASISONDERW IS VWO
first 3 years last 3 years
HAVO
first 3 years last 2 years
VMBO
first 2 years
A VOLKSSCHULE HAUPTSCHULE AHS (OBERSTUFE)
OBERSTUFEN REALGYMNASIUM
ALLGEMEINBILDEN DE HOHERE SCHULE
first 4 years last 4 years
P ENSINO BASICO CURSOS GERAIS
(1stand 2nd stages) (3rd stage)
FIN PERUSOPETUS — GRUNDLAGGANDE UTBILDNING LUKIO
first 6 years last 3 years GYMNASIUM
S GRUNDSKOLA GYMNASIESKOLA
first 6 years last 3 years
UK PRIMARY SCHOOL SECONDARY SCHOOL
(E/ W/ NI)
first 3 years last 4 years
UK (SC) PRMARY SCHOOL SECONDARY SCHOOL
first 4 years last 2 years

" Full-time compulsory education does not necessarily come to an end in all countries on completion
of lower secondary education and may continue for one or more years. Thisis the case in B, F N
A (1 year), UK (E/f W/ NI) (2 years).
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ANNEXE 2 (continued)
LEVEL OF EDUCATION COVERED BY THE STUDY:
FULL-TIME GENERAL LOWER SECONDARY EDUCATION (ISCED 2A), 2000/01

LEVEL OF FULL-TIME COMPULSORY EDUCATION (?)
PO ST-COMPULSORY
Except for BG, HU and SK
SINGLE STRUCTURE
First years Final years or stage
PRIMARY EDUCATION LOW ER SECONDARY UPPER SECONDARY
IS GRUNNSKOLI MENNTASKOL
first 7 years last 3 years FIOLBRAUTASKOL
u PRIMARSCHULE OBERSCHULE GYMNASIUM OBERSTUFE
REALSCHULE
GYMNASIUMUNTERSTUFE
NO GRUNNSKOLE VIDEREGAENDE SKOLE
(1st and 2nd stages) (3rd stage)
BG GIMNAZIA
NATCHALNO UTCHILISHTE PROGIMNAZIALNO UTCHILISHTE PROFILRANA GIMNAZIA
cz ZAKLADNI SKOLA
last 4 years
GYMNAZIUM
first 5 years first 4 years last 4 years
EE POHIKOOL GUMNAASIUM
first 6 years last 3 years
cY DIMOTIKO SCHOLEIO GYMNASIO LYKEIO
v PAMATIZGLITIBA VIDEJA IZGLITIBA
first 4 years last 5 years
LT PAGRINDINE MOKYKLA VIDURINE MOKYKLA
PRADINE MOKYKLA GIMNAZIJA GIMNAZIJA
first 2 years last 2 years
HU ALTALANOS ISKOLA
last 4 years
GIMNAZIUM
first 4 years first 4 years last 4 years
MT
| R e,
BOYs' GIRLS" SCHOOL
PL LICEUM OGOLNOKSZTALCACE
SZKOtA PODSTAWOWA GIMNAZJUM LICEUM PROFILOWANE
RO SCOALA PRIMARA GIMNAZIU LiIcCEU
sl OSNOVNA SOLA (8 YEARS)
first 4 years last 4 years GIMNAZIJA
OSNOVNA SOLA (9 YEARS)
first 6 years last 3 years
SK ZAKIADNA SKOLA
last 5 years
GYMNAZIUM
first 4 years first 4 years last 4 years

) Full-time compulsory education does not necessarily come to an end in all countries on completion
of lower secondary education and may continue for one or more years. This is the case in BG (1
year), HU (4 years) and SK (1 year, Gymndzium 2 years).
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