EN

2 x5 COMMISSION OF THE EUROPEAN COMMUNITIES
*

% % %
%

¥ g W

Brussels, 3.8.2007
SEC(2007) 931

COMMISSION STAFF WORKING DOCUMENT

Accompanying document to the

COMMUNICATION FROM THE COMMISSION TO THE COUNCIL AND THE
EUROPEAN PARLIAMENT

Improving the Quality of Teacher Education

IMPACT ASSESSMENT

{COM(2007)392}
{SEC(2007)933}

This report commits only the Commission's services involved in its preparation and does
not prejudge the final form of any decision to be taken by the Commission.

EN



EN

TABLE OF CONTENTS

EXECULIVE SUIMIMATY ..c..eviiiiiieeiieeeiiee ettt eite et e ettt e et e e et e e etaeesstaeesssaaessseeessseeesseeessseesnsseesssens 4
1. PROCEDURAL ISSUES AND CONSULTATION OF INTERESTED PARTIES... 5
1.1. Context 0f the Proposal.........c.coocuiiiiiiiiiiiiccie et 5
1.2. CONSUILALION PIOCESS ...eeeuvvieeiiieeiieeiiieesteeesteeesaeeestaeeessseesssseesseeessseeessseeesssesessseesnssens 6
1.2.1.  Consultation within the COmMMISSION .........ccceeeiiiiiriiieeiieeciee et 6
1.2.2.  External ConsSultation...........cuieriiiiiiieeiiie ettt e e e e sveeesaeeeereeeeaeeennneas 6
1.3. Follow-up to the conSUltation ............cccccvieiiiieiiieeie e e 7
2. PROBLEM DEFINITION — WHAT ISSUE / PROBLEM IS THE PROPOSAL
EXPECTED TO TACKLE? ...ttt 8
2.1 DEEINIEIONS ..ottt ettt 8
2.2 Progress in improving school education is SIoW ..........cccccveeiieriieiiiienieniieie e 8
2.3 Pupil attainment is linked to teaching quality ...........ccccooeviieiiieriiiiiiiniieieceeee e, 9
2.4 There is a need for action on Teacher EAucation...........ccoceveeviiienienciienienccienne 9
2.4.1  SKill SHOTEAZES. ..ouveeeiiieiieeiieiieete ettt ettt ettt esbeeseaeeebaessaesnseesaeenseas 10
2.4.2  Lack of coherence and continuity between different, often separate, elements of
tEACKETS' @AUCALION. .....iiitiiiii ittt ettt et et e s ens 10
2.4.3  The amount of in-service training available to practising teachers is very limited ... 10
2.5 What are the underlying drivers of the problem?...........cccoeviiiiiiiiiiiiiciieee e, 13
2.5.1  Changing demands from SOCIELY .......c..ceruireiiieeiiieeiiee et eeeeeeeeeereeesre e reeeeeree e 13
I B 1<) s Lo 3 1 ) 1§ (o1 SRR 14
2.6 How would the problem evolve, all things being equal?..........c...cccceevviiiirieeeinenne. 15
2.7 Political Mandate...........cooiiiiiiiiii e 15
2.8 7ot 1 o 1 SRR 16
2.9 Subsidiarity and proportionality..........ccceeecvieeiiiieriieeeiie e 17
3. OBJECTIVES ...ttt ettt et se e enaenneenseeneas 17
3.1. Consistency with other policies and objectives of the Union.............ccceevvvveennnnnee. 17
3.2. POLICY ODJECHIVES ...eeieiieeiiiiecie ettt ettt et e e e e ses e e esseeenseeennes 18
3.3. Operational ODJECTIVES......eeiiiiiieiieeciie e ettt etee e e e e e taeeeereeeaaeeseneeesenes 18
3.4 Research fINdINgS ........eeecuiiiiiiieeeeee e e e 19
2

EN



EN

4. WHAT ARE THE MAIN POLICY OPTIONS AVAILABLE TO REACH THE
OBUIECTIVES? ..ottt ettt ettt ettt teenaeeneenneeneas 20
4.1 Option 1: a Commission COMMUNICAtION........ccueeerueeerrieeriieerieeeireeesereeeereeeaeeeeenns 21
4.2 Option 2: a European Parliament and Council Decision ............cccccveeeevieeciieenneeennne. 21
4.3 Option 3: a Commission Recommendation ............ccceecvveeiiieeiiiiecciieeeiie e 21
4.4 Option 4: a proposal for a Recommendation of the Council and European Parliament,
under Article 150 0f the Treaty.......cccoevviiiiieiieiie e 22
5. ANALYSIS OF POSITIVE AND NEGATIVE IMPACTS OF THE OPTIONS. ..... 22
5.1 Likely economic, social and environmental impacts ...........c.ccceeeeveenieerieenneenieennnenns 22
52 Positive and negative impacts, direct and indirect............ccoeeveevieeiieniienienieeee e, 23
53 Uncertainties and changes in Parameters ...........ccueeveerveeriienieesieenieeieesieereeseneeneens 24
6. COMPARING THE OPTIONS ..ottt 24
7. MONITORING AND EVALUATION .....ooiiiiiiiiiieniieeeeeeeeee st 25
Annex [:Report of the Testing CONference ..........ccvevuieriiiiieiiieieeie et 26
Annexe II: Common European Principles for Teacher Competences and Qualifications...... 33
Annexe III: Testing Conference: Participation............cccceeeeveerieeieenieennnnene. 37
3

EN



EN

EXECUTIVE SUMMARY

The quality of the education and training in Europe is in large part determined by the quality
of the teaching that is provided; this in turn is in part a function of the quality of Teacher
Education.

Progress in improving school education is slow; there is a perceived shortage of skills
amongst teachers; this is currently difficult to remedy because there is a lack of coherence and
continuity between different, often separate, elements of teachers' education; and in any case,
the amount of in-service training available to practising teachers is very limited.

These factors point to a need to improve the capacity of the teaching profession in Europe to
provide the quality of teaching required so that Lisbon objectives - including the common
objectives for education and training systems — may be attained.

Member State representatives working with the Commission through the Education and
Training 2010 programme, have identified a core of key proposals to bring about an
improvement in the Quality of Teacher Education in the European Union. In particular, they
agree that it is desirable that:

— all teachers possess the appropriate level and range of knowledge and competence to be
able, in the context of rapid economic and social change, to help learners to reach their full
potential;

— all teachers possess adequate qualifications from a Higher Education institution;

— provision for teachers' initial education, induction and further professional development is
coordinated as a coherent system, and is adequately resourced; and

— the professionalism of teaching is promoted.

Following an analysis of the different options available, the outcome of this Impact
Assessment (IA) is a proposal that action by the European Union is warranted; such action
should take the form of a succinct Recommendation of the Council and Parliament.

The objective of this Recommendation is to provide Member States with a number of broad
orientations, based upon best practice (as identified by the Member States themselves), that
can provide a common framework for the development of their policies and practices to
improve the quality of teacher education.
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The Quality of Teacher Education

Impact Assessment report

1. PROCEDURAL ISSUES AND CONSULTATION OF INTERESTED PARTIES
Lead Directorate-General: Directorate-General for Education and Culture

Other involved services: Secretariat General, Legal Service.

Agenda planning or Work Programme reference: 2006/EAC/002

Consultation and application of expertise

1.1. Context of the Proposal

In the fields of Education and Training, Member States have agreed to work together through
the ‘open method of coordination’ (OMC), whereby they fix common policy objectives and
work to meet them by creating national plans, sharing good practices, setting benchmarks and
monitoring progress by the use of statistical indicators. In this process, the European
Commission plays the role of facilitator.

The report from the Education Council to the European Council' "The concrete future
objectives of education and training systems", which launched this process and identified
priority issues to be addressed, noted that:

— "Upgrading the initial education and in-service training of teachers and trainers so that
their knowledge and skills respond both to the changes and expectations in society, and to
the varied groups they teach and train is a major challenge to the education and training
systems over the next 10 years.

— "Teachers and trainers play an important role in the motivation and success of learners.
Future oriented training is now essential — the majority of teachers qualified 25 years ago
or more, and the upgrading of their skills has in some cases not kept pace with change.
Equally, the role of teachers and trainers has changed — they continue to impart knowledge;
but today they also function as tutors guiding learners on their individual pathway to
knowledge. Training should enable teachers and trainers to motivate their learners not only
to acquire the theoretical knowledge and vocational skills they need, but also to assume the
responsibility for their own learning, so that they have the competencies required for both
society and work today. Finally; the question of recruitment and the status of teachers has
to be addressed".

In this framework, a group of Member State experts began in September 2002 to seek
common policy approaches that could improve the quality of Teacher Education. The experts
were chosen by Member States on the basis of their expertise either as academics working in
the field of Teacher Education, or as representatives of the Ministries concerned. An intensive
programme of study visits enabled good practice and innovative approaches to be assessed at

! 5980/01, Education Committee 14 February 2001

EN



EN

first hand. They considered current policy practices for improving the education and
performance of teachers and trainers, and potential policy options for the future. They also
assessed the competences that teachers need, the policies for Teacher Education which could
enable teachers to respond to their changing roles, and indicators for measuring progress.

The activity reports and conclusions of the working group were published on the Europa
server” and form the basis for the present proposal.

1.2. Consultation process
1.2.1.  Consultation within the Commission

There have been formal contacts with the Commission’s Legal Service, and informal contacts
with the Secretariat-General.

In addition, a draft of this report has been considered by the European Commission's Impact
Assessment Board. This final version incorporates, inter alia, the following changes in
response to suggestions made by the Board:

. Comparative data have been included at 2.4.3 showing the different arrangements in
Member States for in-service training of teachers and for supporting new teachers.

o The link between the problems identified, their underlying drivers and the proposed
policy objectives has been clarified.

. The report provides a thorough assessment of the extent to which this initiative will help
to solve the identified problems at national and European levels (see sections 2.4, 3.3);

o research evidence is adduced at 3.4.

o The value added of this initiative is identified at 5.1

1.2.2.  External Consultation
Consultation with the Member States in the development of this proposal has been extensive.

In 2004, the Joint Council and Commission Interim Report (submitted to the March European
Council) on the Education and Training 2010 work programme recognised that common
European references and principles could usefully support national policies, and gave priority
to their development and implementation and made specific reference to references and
principles relating to the competences and qualifications needed by teachers and trainers.

In response to this request from the Education Council, the recommendations of the working
group referred to in section 1.1 above were summarised in a policy document, the ‘Common
European Principles for Teacher Qualifications and Competences’ (see Annexe II).

In July 2005 this document was submitted to, and validated by, a ‘Testing Conference’ of
over 100 stakeholders; conference delegates included government representatives with
national and regional policy responsibility for teacher and trainer education, staff from teacher
education institutions and representatives from European stakeholder organisations (see
Annexe III).

2 http://ec.europa.eu/education/policies/2010/objectives_en.html
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The testing conference considered the extent to which there was, or could be, a European
consensus on how best to support and train teachers.

Many delegates stressed the importance of locating this work within the context of other
European developments such as the Bologna process and the creation of a European
Qualifications Framework.

There was widespread agreement that, whilst it was important to take into account national
systems and local contexts, it would be useful to have an overarching strategic framework on
Teacher Education policy at European level against which national and local policies could be
developed.

In particular, there was general agreement on the following key points:

e teaching should be promoted as a career of choice, rather than a last resort; as such,
policies need to be developed that support a high status, high reward profession;

. to promote the professionalisation of teaching, teacher education should be available in
all three cycles of higher education;

e  teachers should have enough intellectual freedom to make their own pedagogic
decisions in the classroom, thereby encouraging them to be innovative and build on their
own successful practice;

e  all teachers should receive practical, relevant training, particularly in order to ensure that
they have strong pedagogic skills;

. teachers must be able to adapt to new circumstances throughout their career; skills in
research and the use of evidence to make professional decisions will help prepare them
for frequent changes and new developments in policy and practice;

. to equip teachers to work in the schools of the future, it is important to train and support
them to reflect on their own practice, look outside their immediate school environment,
and work in teams;

e  schools could and should play an important role in supporting teachers’ lifelong
learning; coherent, high quality professional development systems which are tailored to
the needs of individual teachers are more likely to encourage participation and lead to
improvements in pupils’ achievements.

. the education of teachers should be based upon partnerships between Higher Education
institutions, schools, business and other agencies;

e  mobility programmes add value to teacher training programmes by helping teachers gain
a better understanding of cultural differences and of the European dimension of
teaching.

The detailed results of the consultation conference are set out in the report of the conference
at Appendix 1.

1.3. Follow-up to the consultation

Following the Testing Conference, the text of the Common European Principles was further
refined in the light of the views expressed by stakeholders and is now publicly available at
http://ec.europa.eu/education/policies/2010/testingconf” en.html.
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The Commission believes that the consultation process described here complies with its
minimum standards and has enabled it to receive feedback from a reasonable sample of
relevant parties.

Within the 'Education and Training 2010' programme, Member State experts have continued
to work on this topic and to develop further some of the themes discussed. The content of the
proposed Recommendation is drawn from the Common European Principles for Teacher
Competences and Qualifications and from this subsequent work.

2. PROBLEM DEFINITION — WHAT ISSUE / PROBLEM IS THE PROPOSAL
EXPECTED TO TACKLE?

The quality of education is a key factor in determining whether the European Union can
achieve its Lisbon objectives or not. Progress is slow. The quality of education is in large part
determined by the quality of teaching; this in turn is in part a function of the quality of
Teacher Education. There is a need to tackle problems in Teacher Education that are common
to many Member States, such as skill shortages, the lack of coherence and continuity between
different elements of teachers' education and the very limited amount of in-service training
made available to practising teachers.

2.1 Definitions

A teacher is here considered as someone who is acknowledged as having the status of a
teacher (or equivalent) according to the legislation and the regulations of a given country. The
word “equivalent” is needed because in some countries there could be groups of teachers with
different titles but holding the same status. In some countries a teacher could also work with
school-aged pupils and young adults following vocational programmes in schools, colleges,
companies or training organisations.

The focus of this proposal is on teachers alone, rather than teachers and trainers, because
teaching is a regulated profession where the regional and national state authorities have a
significant role and considerable influence. Whilst in many countries the work of teachers and
trainers overlaps, there are also significant differences especially for those teachers who work
with pupils in primary schools and pre-school settings.

2.2 Progress in improving school education is slow

The progress of Europe’s education and training systems towards the goals set by the Union
in the Lisbon strategy is insufficient’. Progress was only moderate in increasing participation
in lifelong learning and in reducing the number of early school leavers. Little or no progress
has been achieved in expanding the share of young people who finish upper-secondary
school, or reducing the number of 15-year-olds with poor reading skills. About one in every
five 15-year-old pupils in the EU is a poor reader. Reaching the European benchmark for
2010 would imply that 200 000 pupils would have to improve their standard of reading.

Commission annual report on progress towards the Lisbon objectives, 16 May 2006
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2.3 Pupil attainment is linked to teaching quality

The quality of teaching is a key factor in determining whether the European Union can
achieve its objectives or not. Research suggests that the effects of teachers on student learning
are much larger than the effects of school organisation, leadership or financial conditions;
teacher quality is the most important within-school aspect explaining student performance”.

There is a large body of academic research showing that teachers are important for pupil
attainment. The strongest evidence for a positive impact of teacher education on student
outcomes is to be found in Darling-Hammond et al’ which found that ‘relative to teachers
with standard certification, uncertified teachers and those in most other non-standard
certification categories generally had negative effects on student achievement, after
controlling for student characteristics and prior achievement, as well as teacher experience
and degrees. Uncertified teachers showed significant negative effects across five of the six
tests. ... teachers ... who hold full certification ... are more effective than other teachers in
stimulating student achievement gains in both reading and mathematics on three different test
batteries over a multi-year period’.

A study by economists® found positive relationships between in-service training and student
achievement, ‘suggest that an in-service training program ... raised children's achievement in
reading and mathematics. These findings appear using a variety of statistical methods,
including differences-in-differences, regression, and matching. ... (and) suggest that teacher
training may provide a less costly means of increasing test scores than reducing class size or
adding school hours’.

Furthermore, other research suggests that students from low income families or from minority
backgrounds are least likely to be taught by qualified and effective teachers’. Thus, quality of
teaching appears to be an important determinant of equity in educational outcomes.

The quality of teaching thus affects two issues that are vital for the EU: school attainment and
equity. It is important for the Union's objectives to adopt a Europe-wide approach to
improving the quality of Teacher Education so that quicker progress can be made towards
meeting common objectives.

2.4 There is a need for action on Teacher Education

There is a need for action on Teacher Education in the European Union for three main
reasons, which the proposal is intended to tackle.

4 Rivkin, Hanushek, and Kain , 2000

Darling Hammond et al 2005, Does teacher preparation matter? Evidence about teacher certification,

Teach for America, and teacher effectiveness. Education Policy Analysis Archives, 13(42) 16-17, 20
6

Angrist and Lavy, 2001, Does Teacher Training Affect Pupil Learning? Evidence from Matched
Comparisons in Jerusalem Public Schools Journal of Labor Economics, 19, 2, 343-69

7 Darling-Hammond and Falk, 1997, 192
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2.4.2

Skill shortages.

In a recent OECD survey®, covering 17 European countries, almost all countries
report shortfalls in the skills that teachers need in order to meet school needs,
combined with difficulties in updating teachers’ skills.

Shortages relate especially to a lack of the appropriate level and range of knowledge
and competence, in particular to deal with new developments in education (including
individualised learning, preparing pupils for autonomous learning, dealing with
heterogeneous classrooms, preparing learners to make the most of the information
society ...).

Furthermore, recent developments at European Union level can be expected to
increase the need for Teacher Education; the European Framework of Key
Competences, with its emphasis on the provision of transversal skills, will have
implications for the ways in which many subjects are taught. The European
Qualifications Framework, with its emphasis on learning outcomes, will also imply
changes of approach for many teachers.

There is some evidence that, at least in some countries, teacher quality has declined
over time’. Moreover, in many countries there is a perception that the reputation of
teaching as a profession has declined over time and that there has been a ‘de-
professionalisation’ process that has altered the mix of people going in to the
profession in the recent past.

Lack of coherence and continuity between different, often separate, elements of
teachers' education.

This has the effects that:

2.4.3

e There is little systematic coordination between a teacher's initial teacher education

and subsequent induction and in-service training and professional development; nor
are these processes often linked to school development and improvement, or
educational research.

Incentives for teachers to carry on updating their skills throughout their professional
lives are weak.

The amount of in-service training available to practising teachers is very limited

In-service training for teachers is compulsory in only eleven Member States, but
teachers are not explicitly obliged to engage in CPD in all of these states '’;

Teachers Matter, OECD 2005

For example, Nickell, Stephen and Quintini, Glenda, 2002, The Consequences of the Decline in Public
Sector Pay in Britain: A Little Bit of Evidence, Economic Journal, 112 (477), pp. 107-118) suggests that
the “ability’ of teachers in the UK (as measured by tests they did as children) has fallen over time.

Eurydice Key data on Education in Europe 2005

10
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e Where it exists, training generally amounts to less than 20 hours per year. There is no
Member State in which the minimum compulsory training exceeds five days per year,
and in most countries only three days training per year is compulsory.

e Furthermore, the fact that in-service training may be compulsory says little about
actual participation rates.

e As regards new teachers, only half of the countries in Europe offer new teachers any
systematic kind of support (e.g. induction, training, mentoring) in their first years of
teaching.

e Explicit frameworks to assist teachers who experience difficulties in performing their
duties adequately exist in only one third of countries.

Tables 1 and 2 below: The minimum annual time allocation for compulsory in-service
training varies from one country to the next. In Estonia and the United Kingdom (Scotland)
more than 30 hours a year are compulsory. In all other countries except Belgium and Malta,
the annual number of hours is under 20. In Germany and Liechtenstein, the number of
compulsory hours is not specified centrally.

Figure D26: Status of in-service training for teachers
in primary, general lower and upper secondary education, 2002/03

Iscen3 Y

. Compulsary

D Optional, but necessary for promotion

7] Optional

Source: Eurydice.

11

EN



EN

Figure D27: Minimum annual time allocation {in hours) for compulsory in-service training in
primary, general lower and upper secondary education, 2002/03

BEfr [BEde |BEnl | DE | EE | LV | LT | HU | MT | AT | ®I UWT_SE.'WI: ggf u | ro

ISCED1 n 71 14 32 12 18 17 21 15 18 35 19

ISCED2 | 21 | =1 | 21 | « |32 | 12 |18 | 17 | 21 | 15 | 18 7 s | 7 | 19

ISCED 3 21 21 21 32 12 15 17 21 ) 12 a5 19
® CZ,DK,EL, ES, FR, IE IT,CY, LU, NL, PL, PT, 51, 5K, SE, IS, NO and BG.

& In-service training is not compulsory « Variable
Source: Eurydice,

Additional notes

Belgium: Three days a year.

Germany: The amount of compulsory in-senvice training varies from one Land to the next.

Estonia: 160 hours over a five-year period.

Lithuania: 15 days spread across five years of training. This corresponds to 20 hours spread over five years,

Latvia: The central education authorities have laid down a minimum time allacation of 36 hours for three years.
Hungary: Every seven years, 60-120 hours of in-service training are compulsory.

Malta: Three days a year at the beginning or end of the school year. Since 2001/02, three annual two hours sessions
after school have been introduced.

Metherlands: 10 % of a teacher's annual working hours should be spent on the advancement of professionalism. This is
a formally stipulated amount of time that is available for teachers to claim.

Austria: For ISCED level 2, the information given here relates to teachers working in Hauptschulen. For teachers at
aligemein bildenden hdheren Schulen the amount of training is not specified.

Finland: Three days a year of six hours each.

United Kingdom (ENG/WLS/NIR): The five days in the school year when school sessions are not required are often usad
for in-service training. In addition, participation in arrangements for professional development is an essential aspect of
professional duties.

United Kingdam (SCT): Thers is a minimum of five days for in-service training. Teachers should also spend 50 hours a
year on planned activities; some of this time may also be used for in-service training.

Liechtenstein: Teachers must participate in at least one training activity every two years,

Remania: 25 hours every five years, unless teachers take professional degrees during this period.

Explanatory note

Caleulation: Unless stated otherwise in the above notes, one day corresponds to seven hours. For countries where a
certain amount of traiming over several years is compulsory, the calculation is based on an average.

Table 3 below: Closely related to the issue of in-service training is the extent of any support
for new teachers, including mentoring. Following the completion of initial teacher education,
and, in some countries, the completion of the final ‘on the job’ qualifying or induction phase,
teachers still face many challenges in the early years of their career. Special support measures
can help them to overcome difficulties they may face as newcomers to the profession, and
reduce the likelihood that these teachers will leave the profession early. Despite the potential
benefits, support measures for new teachers are still not very widespread. In 2002, only half
of all countries offered new teachers assistance during this time.

12
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Figure D30: Regulations and/or recommendations on types of support and
supervision available to new entrants to the teaching profession
in primary education and (lower and upper) general secondary education, 2002/03

TYPEOF SUPPORT a [0 [ B[ | 0E || o | e | sk ("EHEIE N s o | B
Eftcl:rrln I]I?Lf:ﬁsna:]l.ll;s? rurlz]zlfrpnreu?lzgss or problems) ¢ o M R ¢ e 0 *
Opinions, information and informal discussion L L BN BN B NE BE BN L BE BN &
Assistance with the planning oflessons LA L LR e ® ®
f;;:?;ﬁ: ml; utpti assessment of pupils/writing ® ® ol e eolele
EIE.‘]:';IE éﬁnzm :,. I:Tsisélrrnlnm activity and/or ® olele olele ® ® °
Advice concerning skills L BN L BN BN BN L BN ®
g[g S I]n;satiun of seminars/workshops/discussion ol e olele °
Visits to other schools/resource centres ® ®
Special compulsory training L BN ® 8
{with a minimum time allocation) ]2 (3 (4]
Manual ®
Pilat projects {implementation in hand) L L ®
Mo current measures BE, DK, EE, FR,LV, LT, LU, HU, MT, HL, AT, PT, 51, FI,5E, RO

{1100 hours  (2)variable (3) 40 hours  (4) up to 24 hours

Source: Eurydice.

2.5 What are the underlying drivers of the problem?
The following drivers have been identified.

2.5.1  Changing demands from society

e The economic and social changes in Europe proceeding from the knowledge revolution
place increasingly complex demands on schools and on the teaching profession. They are
expected to provide learning opportunities that respond to the needs of pupils from many
different cultural and linguistic backgrounds, that are sensitive to culture and gender issues,
that promote tolerance and social cohesion, that respond effectively to disadvantaged
students and students with learning or behavioural problems, that use new technologies,
and that keep pace with rapidly developing fields of knowledge and approaches to student
assessment.

e The knowledge society, with its emphasis on new information technologies, and the great
variety of information that is now available to learners via electronic means, requires
teachers not only to be able to use new technologies effectively in the classroom, but also
to give their pupils the skills to access, evaluate and manage information in the information
intensive society.

e In a world in which every citizen needs to carry on learning throughout life, teachers are
called upon to equip pupils with skills in self-directed learning, and teachers are thus called

13
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upon to be classroom managers rather than ex-cathedra trainers; this requires them to (re-)
train in, and to adopt, new teaching approaches and new styles of teaching.

These changes require teachers not only to learn new knowledge and skills but also to
continuously develop them on a regular basis. To equip the teaching body with skills and
competences for its new roles, it is necessary to have both high-quality initial teacher
education and a process of continuous professional development keeping teachers up to
date with the skills required in the knowledge based society.

2.5.2  Demographics

By comparison with all other professions in the European Union, teaching has a higher
proportion of older people. Demographic patterns mean that many teachers are facing
retirement in the coming years. The proportion of teachers aged between 45 and 64 is over
40% in many countries. In some countries as many as 30% of the teaching population are
aged between 50 and 64 years of age''. These facts imply a need for investment in
continuing professional development and re-training to enable staff to cope with new
teaching approaches etc.

Table 4: Age structure of all professionals and teachers (2005) 12

18

16 _
14 ]

12

10

O All Professionals

| Teaching
6 Professionals

| ¥

15-19 20-24 25-29 30-34 35-39 40-44 45-49 50-54 55-59 60-64 65+

Percentage of Professionals

Age group

Many Member States have difficulty in retaining experienced teachers. Overall, in
countries for which data are available, the great majority of teachers retire from their
profession as soon as they are offered an opportunity to do so. This presents Member
States with a challenge: to replace the experience that is being lost, and an opportunity: to

11

12

Study Mobility of Teachers and Trainers, Directorate-General for Education and Culture, 2006
(http://ec.europa.eu/education/doc/reports/doc/mobility.pdf).

Idem
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invest significantly in the initial training of a new wave of teachers and to improve the
skills of existing teachers.

e For several Member States, especially those in which teaching is a low-status or low-paid
profession and in which there are not enough new entrants into the profession, it will be
crucial to make teaching an attractive career choice, in order to recruit the best candidates
and to attract people to switch careers in favour of teaching; in contrast to recent practice in
many Member States, experienced teachers will increasingly need to be persuaded to
remain in the profession instead of retiring early and may therefore require additional
professional development and support. Improvements in the quality and quantity of
training are seen as one way to promote a positive view of the profession and facilitate the
recruitment of new, and the retention of existing, teachers.

2.6 How would the problem evolve, all things being equal?

If no action is taken, the most likely outcome is that the attainment of the Union’s Lisbon
objectives will be seriously compromised because the in-service training provided to teachers
will continue to be limited and uncoordinated and the gaps between the skills that teachers
possess and those they need will increase. The Union’s competitiveness will therefore be
reduced. The impact will also be felt by:

e pupils: especially those from the least advantaged backgrounds, will not be guaranteed an
education of the necessary quality;

e employers: who may consequently face continued skills shortages in the labour force;

e teachers themselves: who may face further demotivation because of the gap between
society’s demands upon them and their skills levels; and

e teacher employers: who will find it increasingly difficult to attract and retain staff with
sufficient skills.

Furthermore, if no action is taken at European Union level, the response of Member States to
the problem risks being piecemeal and insufficient. Teacher education programmes are likely
to continue being based upon outdated models, meaning that the next generation of teachers —
very large in number because of demographic trends - will be inadequately prepared to meet
the needs of pupils and society, and an opportunity will have been lost. While the limits of
this kind of action at EU level, in an area where there is no competence, must be
acknowledged, we know from other areas that a concerted EU focus on an issue can help to
deliver better national performance. The importance of the issue justifies the effort.

2.7 Political mandate

Education and training are essential aspects of the European Union’s Lisbon strategy for jobs,
growth and social cohesion.

The European Council at Lisbon in 2000 called for the adaptation and modernisation of
education and training systems within a lifelong learning perspective, and set a target for the
EU to become the most dynamic knowledge-based economy in the world by 2010.
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The Barcelona Council in March 2002 adopted the "Education and Training 2010" work
programme (ET 2010), which set three goals and 13 detailed objectives for improvement in
Member States’ education and training systems. It emphasised that teachers and trainers are
central to the process of renewing education and training systems. It identified issues
surrounding teachers as being key, right from the outset: these included identifying the skills
that teachers and trainers should have; providing the conditions to adequately support them,
including through initial and continuing professional development; and addressing
recruitment issues about attractiveness and flexible routes into the profession for people
changing careers.

In 2004, the Education Council and the Commission Joint Interim Report to the European
Council? reiterated that the success of the Lisbon strategy depended on the availability of
high quality teachers and trainers who can implement reforms.

The Joint Interim Report to the European Council gave priority to the development of
common European principles for the competences and qualifications needed by teachers and
trainers if they are to fulfil their changing role in a knowledge-based society.

The proposed Recommendation therefore responds to several explicit requests from the
Member States and is a key element of the Education and Training 2010 Work Programme,
which seeks to achieve the education and training element of the Lisbon goals.

2.8 Legal basis

Article 150 of the Treaty states that Community action shall support and supplement the
action of the Member States, and, in particular, as stated in paragraph 2 of the Article,
improve initial vocational training, facilitate vocational integration and reintegration, as well
as to develop exchanges of information and experience on common issues. The objective of
the proposed Recommendation is to improve all these aspects of vocational education and
training as it provides common principles on teacher competences and qualifications that can
facilitate Member States' efforts to adapt their vocational education and training systems for
teachers to meet the changes in the labour market and society in general.

The value added of European level action is that it can spur Member States to address the
problem; their attention. is drawn to the scale of the problem, and its possible consequences
for the objectives they set in Lisbon in 2000. Without this, it is possible that some Member
States may take no remedial action at all.

European Union intervention is necessary to encourage Member States to act in a coherent
and concerted way to tackle a problem that affects the whole Union.

Some Member States do not have access to the latest advice about the options for tackling the
problem of the quality of teacher education; they look to the European Union to provide an
analysis of the situation and to propose possible solutions. This is, indeed, the basis of the
open method of coordination and the Education and Training 2010 process, to which the
Commission is party.

13 http://ec.europa.eu/education/policies/2010/doc/jir_council_final.pdf
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Member States having committed themselves through these processes to take action to
improve Teacher Education, it behoves the Commission to provide timely support necessary
to secure the effectiveness of their actions.

29 Subsidiarity and proportionality

The subsidiarity principle applies insofar as the proposal does not fall under the exclusive
competence of the Community.

The objectives of the proposal cannot be sufficiently achieved by the Member States acting
alone because the common objectives set by the Union and the common challenges faced by
Member States require a broad approach that is based upon common principles. The main
function of the Recommendation is to spell out the key elements of such a common approach,
and to provide Member States with an impetus for change — to provide a focus and a rationale
for action. A Recommendation of this nature provides a common European framework for
action towards shared goals.

It should be recalled that the content of the Recommendation arises from expert consensus
between all Member States, and is based on best practice.

This proposal conforms to the principle of proportionality because it does not replace or
define national qualifications systems and/or qualifications and leaves the implementation of
the recommendation to the Member States. Existing reporting systems will be used,
minimising the administrative burden.

3. OBJECTIVES
3.1. Consistency with other policies and objectives of the Union

“The Union must become the most competitive and dynamic knowledge-based economy in
the world capable of sustainable economic growth with more and better jobs and greater
social cohesion” (European Council, Lisbon, March 2000).

The current proposal contributes to the Lisbon goals of growth, employment and social
cohesion:

e the Lisbon European Council in March 2000 recognised education and training as an
integral part of economic and social policies, as an instrument for strengthening
Europe's competitiveness worldwide, and as a guarantee for ensuring the cohesion of
our societies and the full development of its citizens;

e the promotion of lifelong learning is necessary for the development of a competitive
and sustainable European economy;

e the Barcelona European Council in 2002 called for European education and training
to become a world quality reference by 2010;

e the Recommendation will encourage Member States to improve the preparation of
teachers so that they are better equipped to provide education of a high quality.
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3.2. Policy objectives

The European Social Fund provides some financial support for specific local projects to
improve Teacher Education. The general objective of the current proposal is to provide
Member States with a number of broad policy orientations, based upon best practice (as
identified by the Member States themselves), that can provide a framework for the
development of their policies and practices to improve the quality of teacher education; this
will complement the work already underway through the open method of coordination on the
exchange of good practice, peer reviews etc.

This is consistent with the "Education and Training 2010" work programme (ET 2010)
adopted by the Barcelona Council in March 2002", which emphasised that teachers and
trainers are central to the Lisbon agenda and identified as key objectives, inter alia:

— 1identifying the skills that teachers and trainers should have; and

— providing the conditions to adequately support them, including through initial and
continuing professional development.

3.3. Operational objectives

In relation to the three types of problem outlined in section 2 above, the immediate
operational objectives are:

Problem identified Immediate objectives

— all teachers possess the knowledge,
attitudes and pedagogic skills to be able
to help young people to reach their full
potential

Skill shortage amongst teachers

provision for teachers' initial education,
induction and further professional
development is coordinated as a coherent
system, and is adequately resourced.

Lack of coherence and continuity between
different elements of teacher education.

limited amount of in-service training All teachers

available to practising teachers _  have opportunity and time to study for

further qualifications, and take part in
study and research at a Higher Education
level;

— are encouraged and supported
continuously to extend and develop their
competences throughout their careers;
and

14 http://eur-lex.europa.eu/pri/en/oj/dat/2002/c_142/c_14220020614en00010022.pdf
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— have paid opportunities to undertake
exchanges and placements in support of
their professional development.

34 Research findings

The specific policy recommendations are supported by research evidence such as the
following.

The need to improve in-service Teacher Education is supported by evidence that currently,
provision described as in-service education and training for teachers is often limited to short
information-giving and awareness-raising, 'one-shot' activities". These approaches foster
teachers’ awareness and interest but are insufficient to foster learning that fundamentally
alters what teachers teach and how they teach it'®. However, of those teachers who participate
in long term professional development activities the majority reported changes in their
teaching practice.'”’

The recommendation to involve teachers more in educational research stems from the
observation that 'Teachers have not generally taken an active part in the production of
knowledge about their own teaching -indeed there has been a tension between so-called
'scientific' knowledge (theory) and professional or practical knowledge (practice)'®.

A coordinated, life-long approach to Teacher Education that brings together initial training,
induction, mentoring and continuing professional development can be justified by research
that teachers working alone in classrooms are likely to operate on models of restricted
professionality, which discourages systematic self-and peer review of thinking, planning and
practice. In addition, the “means-ends” models of training, implicit in school-based
apprenticeship models of initial training, may reduce the attention paid to critical reflection.
There is a need to foster cultures of collaboration which must begin at the pre-service stage,
be sustained throughout teachers’ careers and be led by teacher educators who themselves are
‘reflective practitioners’, lifelong learners, and who have a vision of the kind of teacher
needed for the pupil, school, and society. That is why induction and mentoring are very
important processes' .

Little, 1993 Professional community in comprehensive high schools: the two worlds of academic and
vocational teachers; Gilroy & Day, 1993 The erosion of INSET in England and Wales: analysis and
proposals for a redefinition, Journal of Education for Teaching, 19, pp. 151-157.

Shields, Marsh & Adelman, 1998, Evaluation of NSF'’s Statewide Systemic Initiatives Program: the
SSIs impact on classroom practice, Menlo Park, CA; Weiss, Montgomery, Ridgeway & Bond, 1998:
Local systemic change through teacher enhancement: Year three cross-site report, Chapel Hill, NC:
Horizon Research

17 Boyle et al., 2005
18 Dale, Robertson and Derouet, 2007
0 ibid
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Research™ in the area of collaborative professional development of teachers (CPD) suggests
that ‘sustained and collaborative CPD was linked with a positive impact upon teachers’
repertoire of teaching and learning strategies, their ability to match these to their students’
needs, their self-esteem, confidence and their commitment to continuing learning and
development. There is also evidence that such CPD was linked with a positive impact upon
student learning processes, motivation and outcomes.

A number of studies have shown the professional and personal isolation that occurs during a
period of induction to the teaching profession’'. Others® point to a number of criticisms of
the first year of teaching, suggesting that classroom reality did not always reflect the policy
framework. Many new teachers appeared to have inadequate information, were isolated and
saw the first year of teaching as concerned only with assessment of their competence rather
that any systematic professional development. Evidence shows that structured induction
programme with increased reflection, improvement of collegiality, openness and
communication, greater teacher autonomy, self-growth and personal efficacy, led to increased
teacher retention and produced less anxiety and burnout.*

4. WHAT ARE THE MAIN POLICY OPTIONS AVAILABLE TO REACH THE
OBJECTIVES?

The options under consideration have been defined in the light of two factors:

e though the problem is of concern to the Union as a whole, responsibility for solving it lies
with Member States because it relates to the content and organisation of education and
training systems;

o the nature of the problem is a political one; it requires Member States to adopt a common
policy approach if they are to meet their common objectives for education and training.

In the light of this, the option of bringing forward a Regulation has been discounted because
the Commission’s competencies in this field do not provide for it; it would not have met the
tests of subsidiarity and proportionality.

Equally, the option of ‘no action’ has been discounted for the reasons outlined in Section 2.

The remaining possible courses of action that have been considered are:

20 Cordingly et al (2006) The impact of collaborative CPD on classroom teaching and learning. Review:

What do teacher impact data tell us about collaborative CPD? In: Research Evidence in Education
Library. London: EPPI-Centre, Social Science Research Unit, Institute of Education, University of
London

o Tickle, 1991, Weiss & Weiss, 1999: Beginning teacher induction, ERIC digest, Washington DC,
Clearinghouse on Teaching and Teacher Education; Harrison, 2002: The induction of newly qualified

teachers in secondary schools, Journal of In-service Education, 28(2), 255-275

2 Simco, 2000: Succeeding in the Induction Year, Exeter: Learning Matters.

Glickman & Bay, 1990; Smethem & Adey, 2005: Some effects of statutory induction on the
professional development of newly qualified teachers: a comparative study of pre- and post-induction
experiences, Journal of Education for Teaching, Vol. 31, n° 3, August, 187-200
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(1) a Communication from the European Commission setting out the results of the recent
joint working by Member States in the field of Teacher Education, and calling for
further action by Member States;

2) a Proposal for a Decision of the Council and Parliament establishing a set of Common
Principles for Teacher Education to be used as a framework by Member States;

3) a Recommendation of the Commission to the Council recommending further action by
Member States.

4 a Proposal for a Recommendation of the Council and Parliament recommending
further action by Member States, on the basis of the proposals made by Member States
representatives through the open method of coordination.

4.1 Option 1: a Commission Communication

Under this option, the Communication would set out proposals, specifying tasks for the
Member States and the Commission. The Council could choose to respond with Conclusions
if it wished.

A Commission Communication is not a legal instrument under the Treaty and a Commission
Communication on the quality of Teacher Education would not require commitments from
Member States to take action at national level.

4.2 Option 2: a European Parliament and Council Decision

A Decision is a legal instrument adopting principles and would involve Member States and
the European Parliament in the legislative procedure.

A Decision would differ from a Recommendation in that it would decide on the objectives,
principles and mechanisms for implementation. The advice gathered and the consensus
reached through the open method of coordination was based on the assumption that the
Commission would produce a “reference” text.

Decisions in the area of education and training policy have been rare, and have mainly been
used to authorise financing of programmes.

For all these reasons, a Decision would therefore be difficult politically.
4.3 Option 3: a Commission Recommendation

Under this option, the Commission would put forward a Recommendation, which is a legal
instrument, but does not involve the Member States or the European Parliament in its formal
adoption.

As a legal instrument, a Commission Recommendation would therefore formally go beyond a
Commission Communication, but would be politically weakened by the lack of Member State
involvement in its preparation which could affect the extent of political commitment from the
Member States to implement it at national level.
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4.4 Option 4: a proposal for a Recommendation of the Council and European
Parliament, under Article 150 of the Treaty

This option entails adopting a Recommendation under Article 150. A Council and European
Parliament Recommendation is a legal instrument under which the Member States and the
European Parliament would participate fully in the legislative procedure.

Such a Recommendation would go beyond other options in requiring a political commitment
from the Member States to implement the proposals at the national level, but given their
involvement in the open method of coordination, such a commitment should not be
problematic. It would respond to the wish of the European Parliament to take part in
procedures that emanate from the open method of coordination. Such an instrument has been
used on a number of occasions in the education and training field and has already developed a
high level of acceptability among the Member States .

5. ANALYSIS OF POSITIVE AND NEGATIVE IMPACTS OF THE OPTIONS

An analysis of the impacts, positive and negative, of the options considered is set out below.

5.1 Likely economic, social and environmental impacts

For each of these options the likely economic, social and environmental impacts should be
broadly similar in nature, if different in degree.

In all cases, the intended impact would be action by Member States to redefine their Teacher
Education policies along the lines already proposed by their expert representatives, leading to
the implementation of strategies to enhance the quality of teacher education programmes that
are relevant to the needs of the European Union.

It should be recalled that the measures proposed derive from Member States' experts
themselves, during exchanges of good practice; there is therefore a sense in which the
measures have been 'pre-tested' and found to be positive.

It should also be borne in mind that it is in the nature of this type of instrument that it is
phrased in terms of outcomes; (e.g. if Member States follow the Recommendations, all
teachers will have the skills to identify the specific needs of each individual learner, and
respond to them by deploying a wide range of teaching strategies); in other words, the
intended impacts are defined in the instrument itself; it is for Member States to decide how
(and if) they will achieve them.

As is generally the case with this type of legal instrument, though there will be some indirect
impacts, the direct impact will be at a political level (changes in policy orientation, changes of
emphasis, increased investment ...). This kind of medium term indirect effect is hard to
quantify. However, based upon the results of previous similar Recommendations, we believe
that overall impacts will include the following.

At European Union level,
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the common orientations will encourage Member States to develop their Teacher
Education policies along the same lines, leading over time to convergence in the
direction of Teacher Education policies;

the policy recommendations are based upon best practice; they encourage Member
States to raise their standards to the levels of the best performers, thus narrowing the
gap between 'best' and 'worse' performers in Teacher Education, leading to a more
homogeneous approach across the European Union

Teacher Education courses will equip teachers across the European Union to promote
the recently adopted European framework of Key Competences by emphasising
pedagogic skills as well as subject knowledge and teaching.

At national and regional level, the Recommendation should lead over time to a situation in

each Member State in which:

provision for teachers' initial education, induction and further professional
development is coordinated, coherent, and adequately resourced,

teaching is further professionalized (e.g. all teachers are graduates; evidence-based
teaching becomes the norm);

the status and recognition of the teaching profession is advanced (e.g. Teacher
Education is delivered in all three cycles of Higher Education);

supply and take up of continuous professional development are improved.

As regards the different policy instruments available to the Commission:

5.2
(1)

2

3)

“)

Positive and negative impacts, direct and indirect

The choice of a Communication from the European Commission, amongst the other
instruments available, could have the negative impact of appearing to Member States
to be unnecessarily tentative to use in a field in which joint work via the open method
of coordination has shown that there is much common ground and consensus, and
where there is a demand for action at EU level.

The choice of a Decision, amongst the other instruments available, could have the
negative impact of appearing to Member States to be unnecessarily directive, in a field
in which the Commission has always striven to work via consensus-building.

The choice of a Commission Recommendation could have the negative impact of
appearing to Member States to be unnecessarily tentative to use in a field in which
joint work via the open method of coordination has shown that there is much common
ground and consensus, and where there is a demand for action at EU level.

The choice of a Recommendation of the Council and Parliament, whilst possibly
having the negative effect of appearing to be a cumbersome instrument, could have the
following positive impacts:

. enabling the Council to take a position on the issue;

23

EN



EN

. enable the Council to endorse the preparatory work of Member State experts in
this field;

. building upon the joint work so far undertaken and political investment shown
through the open method of coordination;

o maintaining the consensual way of working that has been employed so far in
this field;

Moreover, there is a history of using such Recommendations to achieve objectives in fields
related to Education and Training, for example:

. the Recommendation of the European Parliament and of the Council on the
European Qualifications Framework;

. the Recommendation of the European Parliament and of the Council on Key
competences;
o the Recommendation of the European Parliament and of the Council on a

European Quality Charter for Mobility;

. the Recommendation of the European Parliament and of the Council
2006/143/EC of 15 February 2006 on further European cooperation in quality
assurance in higher education.

A European Parliament and Council Recommendation under Article 150 would therefore be
the most appropriate legislative instrument.

5.3 Uncertainties and changes in parameters

Impacts outside the European Union cannot be excluded. Non-Member States may find
inspiration in the proposals set out by the Commission.

The issue of compliance does not arise; the option proposed is not legally binding.

6. COMPARING THE OPTIONS
Equal weight has been allocated to each of the positive and negative impacts identified.
There would be a clear European added value in action being taken at European Union level.

The most appropriate course of actions appears to be (4) a Recommendation to the Council.

No Communication European Commission EP and Council
action Parliament Recommendation | Recommendation
and Council
Decision
Builds on consensual No Yes No No Yes
approach of OMC
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Commitment from No No Yes No Yes
Member States

Involvement of No No Yes No Yes
European Parliament

7. MONITORING AND EVALUATION

The Commission would monitor the implementation of the Recommendation and report, five
years after its adoption, to the European Parliament and the Council, on the experience gained
and consider the implications for the future, including if necessary a review of the legal
instrument.

The Commission is already working with a large number of Member States and with OECD
to develop and feed an indicator of the amount of teacher training undertaken by teachers in
the European Union. When available, this will be used to measure progress by Member States
in investing in teacher education.

The Eurydice European Unit produces regular surveys of educational policies and inputs
(including information about the structures and curricula for Teacher Education); together
with OECD data, these will also enable progress to be monitored in the longer term.

The following indicators will enable the Council, Parliament and Commission to determine if
the Recommendation's objectives have been reached:

e the number of Member States that use the Recommendation as a common reference

point for developing their policies on Teacher Education;

e the increase in the number of teachers who are trained in / who possess the
competences outlined in the Recommendation;

¢ the increase in the number of teachers who possess the qualifications outlined in the
Recommendation;

e the extent to which in each country provision for teachers' initial education, induction

and further professional development is coordinated as a coherent system, and is
adequately resourced.

Using these indicators, the Commission will monitor and report on progress on this matter
through the Education and Training 2010 process.
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Annex I: Report of the Testing Conference

EUROPEAN COMMISSION

i}ﬁ w i‘:ﬁ Education and Culture
i fod Lifelong Learning: Education and Training policies
¥ p Ve School education and higher education

TESTING CONFERENCE ON THE COMMON EUROPEAN PRINCIPLES FOR
TEACHER COMPETENCES AND QUALIFICATIONS
20™ - 21°" JUNE 2005

Introduction

1. This report is a summary of discussions at the testing conference on 20-21 June
2005. This conference was organised by the European Commission in order to examine a
draft set of European Principles for Teacher Competences and Qualifications prepared by
the Commission on the basis of the work undertaken by its Expert Group on improving the
education of teachers and ftrainers. Conference delegates included government
representatives with national and regional policy responsibility for teacher and trainer
education, staff from teacher education institutions and representatives from European
stakeholder organisations.

Background

2. Education and training are essential aspects of the European Union’s Lisbon strategy
for jobs, growth and social cohesion. The European Council at Lisbon in 2000 called for the
adaptation and modernisation of education and training systems within a lifelong learning
perspective, and set a target for the EU to become the most dynamic knowledge-based
economy in the world by 2010.

3. Within this context the European Council and Commission established the 2010
Education and Training work programme. This included setting up a series of Expert Groups,
including one on teachers and trainers which was asked to consider policy practices aimed at
improving education and the performance of teachers and trainers in the context of their
changing role in society. Initially the Expert Group focused on the competences that were
needed by teachers, the policies which could enable teachers to respond to their changing
role in society, and the availability of indicators for measuring progress in the area of
teachers and trainers.

4. In 2004, the Education Council and the Commission, in their Joint Interim Report to
the European Council, reiterated the fact that the success of the Lisbon strategy depended
on the availability of high quality teachers and trainers who can implement reforms on the
ground. The report gave priority to the development of common European principles for the
competences and qualifications needed by teachers and trainers in order to fulfil their
changing role in the knowledge-based society.
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5. The Expert Group on teachers and trainers responded to this report by making the
development of common European principles one of its key priorities. The Expert Group
considered how best to reflect the needs of teachers and trainers in one paper. Following
considerable discussion and debate, they decided to focus on the work of teachers as there
were more areas where a common European approach could be productive. Their work,
strongly supported and enhanced by a focus group comprising four European experts, led to
the production of the first draft of European principles for teachers’ competences and
qualifications. The testing conference was organised to examine more closely the ideas
underpinning this paper.

The testing conference

6. The Commissioner for Education, Training, Culture and Multilingualism, Mr Jan Figel’,
opened the conference by welcoming delegates and stressing the importance of the teaching
profession to the Lisbon strategy. Although progress in the area of education had been better
than in many other areas, more needed to be done if the targets in the Joint Interim Report
were to be met. These targets for 2010, agreed by Ministers at the Education Council in
2003, are:

> to achieve an average rate of no more than 10% of pupils are early school leavers;

> to increase by at least 15% the total number of graduates in Member states while at
the same time reducing the gender imbalance;

> to raise to 85% the proportion of 22 year olds completing upper secondary education;

> to halve the percentage of low-achieving 15-year olds in reading, mathematical and
scientific literacy; and

> to raise the average participation of the adult working population in lifelong learning to
at least 12.5%%.

7. The conference focused on teachers?, rather than teachers and trainers, because

teaching is a regulated profession where the regional and national state authorities have a
significant role and considerable influence. Whilst in many countries there is an overlap to
the work of teachers and trainers, there are also significant differences especially for those
teachers who work with pupils in primary schools and pre-school settings. The conference
reflected the discussions of the Expert Group by concentrating on the work of teachers.

8. The development of common European principles for teacher education should
provide an impetus for policy reforms at a national or regional level. These principles
recognise the important role teachers play in contributing to the economic and cultural
aspects of a knowledge-based society. They also help to foster individuals’ employability,
and prepare young people to be active citizens and autonomous lifelong learners. Although
much is expected of teachers, they cannot be expected to bear these responsibilities on their
own. High quality initial and continuing teacher education is needed throughout Europe to
provide teachers with the skills and qualifications they need.

2 as shown by surveys of the percentage of the population aged 25-64 who have participated in education

and training in the prior four weeks (taken from COM (2003) 685 final — Implementation of the

Education and Training 2010 programme)

% A teacher should be considered as someone who is acknowledged as having the status of a teacher (or

equivalent) according to the legislation and the regulations of a given country. The word “equivalent” is
needed because in some countries there could be groups of teachers with different titles but holding the
same status. In some countries a teacher could also work with school-aged pupils and young adults
following vocational programmes in schools, colleges, companies or training organisations.
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9. The testing conference considered the extent to which there was, or could be, a
European consensus on how best to support and train teachers. Recognising the importance
of national and regional systems in the field of education, the draft principles paper aims to
have an impact on the environment and context within which teachers work. The paper
should help policy makers examine and reflect upon their own system in order to identify
what else could be done to support teachers’ education and training.

10. General comments on the conference paper. The testing conference, organised
around a series of concurrent workshops, discussed the draft principles and
recommendations in the paper.

11. There was widespread agreement that a paper aimed at regional and national policy
makers would be helpful, particularly if the recommendations were of a general nature in
order to provide opportunities for policies to be contextualised and meet the needs of
different educational systems. While some delegates would value guidance on how to
implement the recommendations e.g. through examples of good practice, others welcomed a
paper which offered an overarching framework and context in which policies could be
developed. Other delegates suggested that including too much detail would not be helpful
and they were keen to keep the ideas focused at a strategic level.

12. For some delegates the paper merely set out the current situation and did not provide
sufficient guidance on the next steps. For them the paper was weak and did not go far
enough in recommending or promoting change. However, others saw the paper as an
attempt to encourage convergence in European systems in order to improve quality. As such
they felt the paper’s recommendations were not sufficiently flexible and did not adequately
recognise the different systems across Europe.

13. There was general agreement that the relationship between teachers’ competences
and the recommendations should be improved. Some of the ideas in the section on
competences had not been reflected fully in the subsequent recommendations. As such
some delegates were unsure which parts of the paper were most relevant to their own
context. Delegates asked for a closer relationship between the sections of the paper in order
to help to clarify its purpose.

14. Many delegates commented on the collection of good ideas in the paper, the potential
to use the paper as a checklist for individual countries and regions, and the flexibility to
determine which parts of the paper to accept and follow up. Some delegates would welcome
greater clarity on the purpose of the paper and guidance on how it will be used, particularly
with regard to whether the European Commission intends to monitor the implementation of
the recommendations. While some delegates felt the inclusion of indicators or benchmarks
would strengthen the document in terms of encouraging implementation, others considered
any additional monitoring to be burdensome and felt these issues should be addressed at a
later date.

Emerging issues

15. During the discussions on the principles and recommendations a number of emerging
issues, focusing on specific aspects of the paper were identified by delegates.

The role of trainers

16. For some delegates the paper’s focus on teachers was a lost opportunity as there are
significant overlaps between the work of teacher and trainers and everyone’s needs could be
accommodated in the paper. As some national and regional systems consider teachers and
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trainers as belonging to one profession, some delegates felt there would be benefits in
including trainers.

17. Although much of this discussion was based on the principle of including trainers in
the paper, some specific issues were considered including the need to ensure continuing
professional development provides vocational teachers and trainers with opportunities to
experience work-based settings in order to update their subject based skills and industrial
knowledge. Developing extensive partnerships networks, with private and public sector
enterprises, is one way of supporting trainers’ vocational development.

18. Informal and non-formal learning opportunities are of particular importance to trainers.
Sometimes this involves developing systems which encourage candidates without traditional
qualifications to enter the teaching and training profession, at other times it leads to flexible
continuing professional development opportunities. In both situations trainers’ skills and
knowledge of industry should be valued and regularly up-dated.

Partnership

19. There was general agreement on the importance of retaining partnership as one of
the common principles, and a wider definition which included industry, work based learning
opportunities and the European perspective should be applied. Many delegates felt it would
be useful to strengthen the text surrounding partnership in order to put things on a more
formal basis, and set out the roles and responsibilities of each partner. Delegates
emphasised the value of partnerships which improved the quality of training.

20. The importance of practical, relevant training was stressed, particularly in order to
ensure teachers’ and trainee teachers’ pedagogic skills were strong. For some the links to
schools, and the schools’ perspective on partnership needed to be strengthened to ensure
that their interests are met. Partners should be expected to demonstrate a continuing
commitment to high quality, relevant training, and recognise the roles and responsibilities of
all. Partnerships should be based on shared values and support the development of trainee
and serving teachers. Sometimes these partnerships will involve the transfer of resources.

The importance of schools as employers

21. There was a widespread view that teaching should be viewed and promoted as a
career of choice rather than a last resort. As such, policies need to be developed that support
a high status, high reward profession. Some delegates thought more should be said about
teachers’ working conditions and remuneration in order to enhance the status of teaching
and make the profession more attractive.

22. Some delegates felt the needs of schools had been understated and the paper
reflected the perspectives of governments and teacher education institutions. Greater
consideration should be given to the role of schools as a context for teachers’ continuing
professional development as training should not only involve attending courses. Delegates
emphasised the important role schools have in promoting and actively involving their own
staff in lifelong learning. Many delegates thought schools were interested in becoming
learning organisations, able and willing to innovate, and ready to help trainee teachers,
teachers and other staff develop further their skills.

23. There was some discussion as to whether the paper would help to equip teachers to
work in the schools of the future. Many delegates commented that it was important to train
and support teachers who are able to respond to uncertainty, in order that they can become
agents of change rather than recipients of change. Schools recognise the importance of
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values, ethics and teachers’ attitudes to change, and would want these aspects of
professional life to be supported and developed. Training should also help teachers who wish
to reflect on their own practice, develop other staff, look outside their immediate school
environment and work in teams.

The European dimension

24. Many delegates stressed the importance of locating this work within the context of
other European developments such as the Bologna process and the creation of a European
Qualifications Framework. There was considerable interest in ensuring that teacher
education was available in all three cycles of higher education for those teachers who wished
to pursue doctoral level studies. Some delegates raised the question of whether all teachers
should be expected to have a second cycle qualification, either to enter teaching or as a
result of subsequent professional training and development.

25. There was support for the European dimension in teacher education, particularly as it
relates to mobility projects supported by European and national programmes. Mobility
programmes were seen as adding value to training programmes as they helped teachers and
trainee teachers gain a better understanding of cultural differences. Delegates thought that
European mobility, both for professional development and as part of a European project,
should be developed within the European Credit Transfer System and the European Higher
Education Area. Some delegates wondered if the paper should promote a set of European
values associated with the idea of a European citizen.

26. There were a number of specific proposals relating to the European dimension
including support for the development of foreign language skills, with some delegates asking
for this to be a key competence within the paper. A few delegates proposed the
establishment of a European Centre for Teacher Education and others suggested introducing
a global dimension to the paper.

Support for teachers and teacher educators

27. Much is being expected from teachers and delegates recognised that this could only
be justified if teachers were well supported. There was a debate over who decides what
continuing professional development should be available in each education system. Some
delegates felt that teachers should have the choice as to what further training to undertake,
others thought this was a role for schools as their employers, and others thought the
government should make the decisions in partnership with schools and teachers. For some
delegates it would be useful to have guidance on this issue.

28. A second key issue related to who should take responsibility for arranging and
instigating teachers’ further training. Many delegates thought the paper placed too much
responsibility on individual teachers at the expense of the school systems within a national
structure. Delegates asked for the paper to emphasise the role of national and regional
policies in supporting teachers to update their pedagogic skills and subject knowledge.
Delegates emphasised that primary and secondary teachers are likely to have different
training needs and these needs will change over time.

29. Teachers should be considered as valued professionals who are highly-regarded
members of their local community. As such they should be able to influence decisions on
their own training. Delegates stressed the importance of leaving pedagogic decisions to
teachers and giving them the intellectual freedom to make their own choices in the
classroom. It is only in this way that teachers will be encouraged to be innovative and build
on their own successful practice.
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30. Delegates were keen to include a reference to teacher trainers in the paper as they
play an important part in supporting and developing new and serving teachers. Without
support for the training providers the overall education system would be weakened.

Opportunities for teachers’ lifelong learning

31. Delegates emphasised the important role that schools could and should play in
supporting teachers’ lifelong learning. Lifelong learning should be relevant to the work of
teachers. It should reflect teachers’ needs and help them to improve the quality of the school
system. It should not be seen as an exercise in gathering credits towards a qualification or
award, rather it should be something that develops competence. For some teachers it will
have a research focus, for others it will help improve practice and pupils’ achievements.
National and regional policies should encourage individual teachers to participate in lifelong
learning, either through offering incentives or through demonstrating the value of improving
and developing their own practice. High quality systems which are tailored to the needs of
individual teachers are more likely to encourage participation and lead to improvements in
pupils’ achievements.

32. Teachers and trainee teachers should be encouraged and supported to recognise
change as an important part of all educational systems. This would help to create more
demand for continuing professional development and establish lifelong learning as a
common experience and expectation of all teachers.

The role of evidence

33. Delegates emphasised the importance of teachers’ ability to adapt to new
circumstances throughout their career. Skills in research and the use of evidence were
thought to help prepare them for frequent changes and new developments in policy and
practice. Delegates welcomed the ideas in the paper and considered whether it would be
more effective to incorporate aspects of research and the use of evidence in all the common
principles rather than as a separate section.

34. For some delegates an interest in using or undertaking research needed to be
developed during a teachers’ initial training programme. This would prepare teachers to use
evidence to inform their own practice and create a greater understanding of the role of
research in the development of practice.

A graduate profession

35. Within a context of supporting the principle of a graduate-based profession there were
questions about how to value non-formal and informal learning through a system of
accrediting prior experiential learning and achievement. Delegates thought this was
particularly important for trainers as those without graduate level qualifications would need
support to gain professional recognition. Delegates also gave examples of Member States’
policies to encourage those with relevant professional experience to enter the teaching
profession.

36. Delegates thought it was important to include references to flexible ways of training to
be a teacher in order that prior achievement and non-formal qualifications and training could
contribute to initial teacher education.

Teachers’ mobility

37. There was support for a wide-ranging definition of mobility based on professional
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development. This could include short-term and long-term teacher and trainee teacher
exchanges, bilateral and multilateral arrangements and mobility between different sectors of
education. Delegates would like to see obstacles to mobility removed in order for teachers to
be able to find the scheme or initiative that best met their needs and circumstances.

38. For some teachers mobility could involve developments outside the education sector
as well as exchanges with staff in other European countries. Delegates considered whether
references to funding and the availability of resources within a European context should be
added to the paper.

Other issues

39. Delegates also asked for the following issues to be included or strengthened in the
paper: the role of school support staff, the attractiveness of the teaching profession, the
importance of teachers’ attitudes and professional values, teachers’ readiness to be flexible
and open to changing their current practices, the importance of creating an inclusive society
which values diversity, and links with other developments in the higher education sector.

Next steps

40. The ideas and recommendations within the text were welcomed and gained
widespread support at the testing conference. There have been some minor adjustments to
the paper in the light of delegates’ comments and discussions. The final version of the paper
(Annex A) which forms an integral part of this report includes changes to the sections on:

» trainers — while it was always difficult to draw boundaries between the work of
teachers and trainers, the Commission has reviewed the way in which the two
professions are defined in the paper;

» lifelong learning — the conference paper had assigned a lot of responsibility to
teachers. The final version recognises that it is reasonable for teachers to expect
more from schools as employers, and national systems and structures which can
support their continuing professional development;

» partnership — it is important to recognise the wide range of partnerships which could
benefit trainee and serving teachers. More has been done to acknowledge the value
of local, flexible arrangements particularly in the area of vocational education and
work based learning.

41. In early 2006, the Commission will table a proposal for a recommendation of the
Council and the Parliament on the quality of teacher education which will invite national
authorities to use the common principles as a reference point in the development of their
policies on teacher education on the understanding that there is a widespread consensus
that they are seen as appropriate and relevant to teacher education.
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Annexe II: Common European Principles
for Teacher’® Competences and Qualifications

Introduction

This text aims to support policy makers at a national or regional level by setting out common
European principles for teacher competences and qualifications. These have been devised in
response to the challenges laid down in the Joint Interim Report by the European Council
and the European Commission on progress towards Education and Training 2010.%’

Background

Teachers play a crucial role in supporting the learning experience of young people and adult
learners. They are key players in how education systems evolve and in the implementation of
the reforms which can make the European Union the highest performing knowledge-driven
economy in the world by 2010. They recognise that high quality education provides learners
with personal fulfilment, better social skills and more diverse employment opportunities. Their
profession, which is inspired by values of inclusiveness and the need to nurture the potential
of all learners, has a strong influence on society and plays a vital role in advancing human
potential and shaping future generations. Therefore, to achieve its ambitious objective, the
European Union views the role of teachers and their lifelong learning and career
development as key priorities.

Teachers should be equipped to respond to the evolving challenges of the knowledge
society, participate actively in it and prepare learners to be autonomous lifelong learners.
They should, therefore, be able to reflect on the processes of learning and teaching through
an ongoing engagement with subject knowledge, curriculum content, pedagogy, innovation,
research, and the social and cultural dimensions of education. Teacher education needs to
be at a higher education level or its equivalent and be supported by strong partnerships
between higher education and the institutions where teachers will gain employment.

Teachers also have a key role in preparing learners for their role as EU citizens. As such,
they need to be able to recognise and respect different cultures. First-hand experience
gained in other European countries supports teachers in responding to this challenge.
Priority should, therefore, be given to the development of mutual trust and recognition of the
competences and qualifications®® of teachers between member states.

Although teachers play a critical role in society, they cannot act alone. Their own high quality
education needs to be supported by the institutions where they are employed, within the

2 In this paper a teacher is a person who is acknowledged as having the status of a teacher (or equivalent)

according to the legislation and practice of a given country. The word “equivalent” is needed because in
some countries there could be groups of teachers with different titles but holding the same status. In
some countries a feacher could also be a trainer who works with school-aged pupils and young adults
following vocational programmes in schools, colleges, companies or training organisations.

Education and Training 2010 — The Success of the Lisbon Strategy Hinges on Urgent Reforms was
adopted jointly by the Council and the Commission on 26 February 2004. This report recommended
that European common references and principles in a number of areas, including the competences and
qualifications of teachers and trainers, should be developed ‘as a matter of priority’, p.28.

Teachers’ qualifications and achievements should be understood within the European Qualifications
Framework.
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context of coherent national or regional policies that are appropriately resourced. These
policies must address initial teacher education and continuing professional development, but
must also be set within the broader context of education policy in general. Those who train
teachers have an impact on the quality of learning and, therefore, they need to be supported
as part of the national or regional system.

Common Principles

These Common European principles should provide an impetus for developing policies which
will enhance the quality and efficiency of education across the Union. The common
European principles are

a well-qualified profession: high quality education systems require that all
teachers are graduates from higher education institutions and those working in the
field of initial vocational education should be highly qualified in their professional
area and have a suitable pedagogical qualification. Every teacher should have the
opportunity to continue their studies to the highest level in order to develop their
teaching competences and to increase their opportunities for progression within
the profession. Teacher education is multidisciplinary. This ensures that teachers
have extensive subject knowledge, a good knowledge of pedagogy, the skills and
competences required to guide and support learners, and an understanding of the
social and cultural dimension of education.

a profession placed within the context of lifelong learning®: teachers should
be supported in order to continue their professional development throughout their
careers. They and their employers should recognise the importance of acquiring
new knowledge, and teachers should be able to innovate and use evidence to
inform their work. They need to be employed in institutions which value lifelong
learning in order to evolve and adapt throughout their whole career. Teachers
should be encouraged to review evidence of effective practice and engage with
current innovation and research in order to keep pace with the evolving
knowledge society. They should be encouraged to participate actively in
professional development, which can include periods of time spent outside the
education sector, and this should be recognised and rewarded within their own
systems.

a mobile profession: mobility should be a central component of initial and
continuing teacher education programmes. Teachers should be encouraged to
participate in European projects and spend time working or studying in other
European countries for professional development purposes. Those who do so
should have their status recognised in the host country and their participation
recognised and valued in their home country. There should also the opportunity
for mobility between different levels of education and towards different
professions within the education sector.

a profession based on partnerships: institutions providing teacher education
should organise their work collaboratively in partnership with schools, local work
environments, work-based training providers and other stakeholders. Higher
education institutions need to ensure that their teaching benefits from knowledge

29

Teachers’ lifelong learning could be formal, non-formal and informal. It includes education, training,

retraining, updating in schools and in public and private institutions. Training can occur in all matters
which influence the learning process of the individual such as subject knowledge, teaching and learning
methods, pedagogy, psychology, organisational approaches, theories and practices.
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of current practice. Teacher education partnerships, which have an emphasis on
practical skills and an academic and scientific basis, should provide teachers with
the competence and confidence to reflect on their own and others’ practice.
Teacher education, in itself, should be supported and be an object of study and
research.

Making it work: the key competences

Teaching and education add to the economic and cultural aspects of the knowledge society
and should therefore be seen in their societal context. Teachers should be able to:

Work with others: they work in a profession which should be based on the values of social
inclusion and nurturing the potential of every learner. They need to have knowledge of
human growth and development and demonstrate self-confidence when engaging with
others. They need to be able to work with learners as individuals and support them to
develop into fully participating and active members of society. They should also be able to
work in ways which increase the collective intelligence of learners and co-operate and
collaborate with colleagues to enhance their own learning and teaching.

Work with knowledge, technology and information: they need to be able to work with a
variety of types of knowledge. Their education and professional development should equip
them to access, analyse, validate, reflect on and transmit knowledge, making effective use of
technology where this is appropriate. Their pedagogic skills should allow them to build and
manage learning environments and retain the intellectual freedom to make choices over the
delivery of education. Their confidence in the use of ICT should allow them to integrate it
effectively into learning and teaching. They should be able to guide and support learners in
the networks in which information can be found and built. They should have a good
understanding of subject knowledge and view learning as a lifelong journey. Their practical
and theoretical skills should also allow them to learn from their own experiences and match a
wide range of teaching and learning strategies to the needs of learners.

Work with and in society: they contribute to preparing learners to be globally responsible in
their role as EU citizens. Teachers should be able to promote mobility and co-operation in
Europe, and encourage intercultural respect and understanding. They should have an
understanding of the balance between respecting and being aware of the diversity of
learners’ cultures and identifying common values. They also need to understand the factors
that create social cohesion and exclusion in society and be aware of the ethical dimensions
of the knowledge society. They should be able to work effectively with the local community,
and with partners and stakeholders in education — parents, teacher education institutions,
and representative groups. Their experience and expertise should also enable them to
contribute to systems of quality assurance.

Teachers’ work in all these areas should be embedded in a professional continuum of
lifelong learning which includes initial teacher education, induction and continuing
professional development , as they cannot be expected to possess all the necessary
competences on completing their initial teacher education.
Recommendations to national and regional policy makers

To implement policies in line with these Common European principles, the following
recommendations are made to those responsible for policy-making at national or regional
levels:

1. The teaching profession should be well qualified.
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teachers should be graduates from a higher education institution or equivalent;
those teaching in the field of initial vocational education should be highly qualified
in their professional area and have a suitable teaching qualification;

teacher education programmes should be delivered in all three cycles® of higher
education in order to ensure their place in the European higher education area
and to increase the opportunity for advancement and mobility within the
profession;

the contribution of research and evidence based practice to the development of
new knowledge about education and training should be promoted.

2. The teaching profession should be seen as a continuum which includes initial teacher
education, induction and continuing professional development.

>

>

coherent and adequately resourced lifelong learning strategies, covering formal
and non-formal development activities are needed to deliver continuous
professional development for teachers. These activities, which include subject-
based and pedagogical training, should be available throughout their careers and
be recognised appropriately.

the content of initial and continuous professional development programmes
should reflect the importance of interdisciplinary and collaborative approaches to
learning.

3. A mobile teaching profession should be encouraged.

>

>

>

>

>

mobility projects for teachers should be facilitated and promoted as an integral
part of initial and continuous professional development programmes.

initial and continuous professional development programmes should ensure that
teachers have the knowledge and experience of European co-operation to enable
them to value and respect cultural diversity and to educate learners to become EU
citizens and globally responsible.

opportunities to study European languages, including the use of specialist
vocabulary, during initial teacher education and in continuous professional
development programmes should be available and promoted.

priority should be given to developing greater trust and transparency of teacher
qualifications within Europe to allow for mutual recognition and increased mobility.

4. The teaching profession should work in partnership with other stakeholders.

partnerships between institutions where teachers will be employed, industry,
training providers and higher education institutions should be encouraged in order
to support high quality training and effective practice, and to develop networks of
innovation at local and regional levels.
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Bachelor, masters and doctorate within the meaning of the Bologna Process
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