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Executive summary 
The teacher training programmes of Europe provide a good starting point for beginner teachers and 
function as foundation for good teaching. However, teachers also need continued professional 
development, to be able to continue to provide good teaching and to be able to take in new trends. 
 
Regarding methods and practises utilized to support teachers’ professional development, the results 
presented in this report show that there are: 

• no standardized, organized support system for new teachers (for example, there are no 
handbooks or unified mentoring systems) in four of the partner countries (CZ, DE, F, NL) 

• few support systems for experienced teachers in three partner countries (CZ, F, NL) 
• too little public funding for education and low teacher salaries in some partner countries (CR) 
• a need for supporting both junior and senior teachers – for example a need for guidelines for 

organized support systems for junior and senior teachers 
• a need for creating and implementing systematic scenario-based reciprocal collaboration models 

for interaction and knowledge exchange between junior and senior teachers 

Definitions 
In the 2AgePro project, there are two terms in particular that needs to be discussed and defined in a 
project reports of this kind: the terms junior and senior teachers. In this early phase of the 2AgePro 
project, these to terms are defined as follow (the exact definitions may change later on during the project’s 
lifespan). 

Junior teacher – 5 years or less 
A junior teacher is defined as a person who has been working as a teacher in the Compulsory School for 
five years or less. This type of teacher is sometimes also referred to as a new or novice teacher, although 
we prefer the term junior in this project. The term new is difficult to apply to someone who has been 
working for 2-5 years and hence is not “new” anymore. 

Senior teacher – 15 years or more 
A senior teacher is defined as a person who has been working as a teacher in the Compulsory School for 
fifteen years or more. This type of teacher is sometimes referred to as an expert teacher. 



2 
 

Methods and practices utilized to support teachers’ professional 
development in the Czech Republic 
 
By Miroslava Černochová 
Faculty of Education, Charles University in Prague, Czech republic 
 
Correspondence: Miroslava Černochová, Department of Information Technologies and Technical 
Education, Faculty of Education, Charles University in Prague, M. Rettigové 4, 116 39 Praha 1, Czech 
Republic. Email: miroslava.cernochova@pedf.cuni.cz 
 

Basic information about the Czech Republic 
The Czech Republic (CR) is a relatively small country (78,886 km2) in Central Europe. Territorially, it is 
divided into 13 regions and the capital city, Prague with a population over 1.3 million. The CR has 10.3 
million inhabitants (a population density of 131 per km2). 75% of the population live in urban areas. Most 
inhabitants are of Czech nationality; other nationalities present in the country include the Slovak (3.1%), 
Polish (0.6%), German (0.5%) and Romany1 (0.3%) minorities (OECD, 2006) 
 
The old-age dependency ratio (the ratio of population over 65 years of age to the population of 15-64 year 
olds) will triple by 2050 – from the present 19.8% to 55% in 2050 (OECD, 2006). 
 
The CR invests much less public funding in education than most developed countries but also less than 
Poland (5.6% of GDP) or Hungary (5.5%). The share of public financing for HEIs measured as a 
percentage of the GDP (0.722 in 2001, 0.776 in 2002, 0.817 in 2003, and 0.79 in 2004) is still significantly 
lower in comparison with the EU 15 countries, where this percentage is 1.3 of GDP on average (OECD, 
2006). 
 
The CR spends less money on research and development than the EU average – 1.3% of GDP in 2003 
compared to the EU average of 1.9% (OECD, 2006). 
 
During the 1990s, all Czech governments tried to increase the financial support for research and 
development, but the absolute value expressed as a proportion of GDP is still lower compared to the EU-
15 (0.66%), EU-25 (0.64%) and OECD average (0.68%) (Main Science and Technology Indicators, 2004). 
In connection with the expected admission of the CR to the EU, in it should have been 2002 0.7% of the 
GDP by 2002; however, in the event this only amounted to 0.52% (OECD, 2006). 
 
From 2004, the Czech Republic is a member of the EU. 

General information about education in the Czech Republic 
The Ministry of Education has the primary responsibility for the development of Primary and Secondary 
school education and the Tertiary education system (OECD, 2006). 
 
The basic document defining the general goals of Czech education policy is the National Programme for 
the Development of Education in the Czech Republic (hereinafter the White Paper), which was approved 
by the Czech government in 2001. The White Paper includes the conceptual development goals for 
particular levels of the education system as a whole, and six concepts that cut across all levels (OECD, 
2006). 
 
From 2006 education in Primary and Secondary schools has been accomplished by school educational 
programmes that are developed by each school itself. Each school educational programme is prepared in 
each school in collaborative teachers´ team work accordance with the mandatory curricular document 
named the Framework educational programme given by the Ministry of Education. These framework are the 
base of ongoing curricular reform. 



3 
 

 

Teacher Education and professional development in the Czech 
Republic 
On 27th October 1945 the Czechoslovak president Dr. Edvard Beneš issued Presidential Decree No. 32 
on teacher education which determined that “teachers of all levels and types acquire education at faculties 
of education and other faculties.” Due to a governmental degree in 1946 at all universities in the 
Czechoslovakia there were established faculties of education. Since 1946 qualified teachers are obliged to 
graduate at universities (60 let pedagogických fakult, 2007). 
 
For many reasons at the present there are about 20% non-qualified teachers at Primary or Secondary 
schools in Czech Republic. Among teachers there are more female than male (77% female, 23% male). 
Primary or Secondary school teacher salaries are very low: a salary of qualified teachers with at least six-
year teaching practice is about 720€/month, in spite of Primary school teacher profession for several of 
the last years places among 10 top prestigious professions on the forth place (Nejprestižnější profese, 
2009). In 2007 there were about 61% teachers in age 36-55 in regional schools (Další vzdělávání 
pedagogických pracovníků, 2009). 
 
In a general, education in the Czech Republic is realised in Primary schools (age 6 to 11), lower Secondary 
schools (age 11 to 15), secondary professional schools (age 15 to 19), secondary training colleges, 
gymnázium, colleges and universities (see table 1). 
 
Table 1. Proportion of teachers in different level of education in Czech schools. 
Level of education Percentage 
1 Pre-school education teachers 14% 
2 Basic school (Primary and Lower Secondary school) teachers 40% 
3 Secondary school teachers 28% 
4 University teachers 9% 
Source: Prucha, 2002. 
 
Teacher Education Scheme: Four-year teacher training for pre-primary education is organized in general at 
the upper secondary level (named secondary pedagogical school); there are also university courses at a 
Bachelor level. 
 
Everybody who would like to become a qualified Primary school teacher must be graduated with a five 
years MA degree teacher education study programme offered by faculties of education. 
 
There are several ways how to become a qualified teacher in the Czech Republic. To become a qualified 
Secondary school teacher it is usually necessary to be graduated in three years Bachelor degree study and 
two years MA degree study in specialization on education at faculties of education or other faculties (f. of 
philosophy, f. of science, f. maths and physics, etc). Secondary school teachers are usually specialized in 
two subjects. If anybody who has graduated in study programme that is not focused on education would 
like to become a qualified Secondary school teacher s/he needs to finish three years complementary 
pedagogical education named qualified study). 
 
On the Present the Ministry of Education has been designing a new concept of pregradual teacher 
education for Primary and Secondary schools where will be defined framework requierements of 
university teacher education (Koncepce pregraduální přípravy učitelů základních a středních škol, 2004),  
 
All Czech Primary and Secondary school teachers are obliged (by a law about teacher profession) to study 
in teacher professional development programme. Unfortunately, at present there is not ready a standard 
system of life-long learning and professional development for teacher in the Czech Republic that could 
motivate teachers to study. The Ministry of Education is going to develop a concept of teacher carrier 
development based on a system of life-long learning concept with teacher attestation. “Teacher 
professional development is a key factor that impacts to a quality and effectiveness of educational system 
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in the Czech Republic” (Další vzdělávání pedagogických pracovníků, 2009). The new system of teacher 
professional development would motivate teachers to study systematically and continuously. Each teacher 
who will successfully graduate in an attestation exam will be entitled to get better salary. 
 
Nowadays, a system of professional teacher development is organised as a set of short courses accredited 
by the Ministry of Education that contribute to advanced professional qualification. These paid face to 
face or blended training courses of a various quality are organised by public educational institutions, 
private companies, schools, faculties of education etc. Teachers can choose from the offer of these short 
courses that could be dedicated or to methodological problems or to general pedagogical or psychological 
topics or to topics from different scientific branches. The offer of teacher professional development 
courses depends on deadiness, concern, resources, specialists of institutions and companies. 

Support systems for teachers in the Czech Republic 

Expert assistance for new teachers 
In Czech pedagogy from the theoretical point of view there is not a consensus in concepts of a new teacher 
and experienced teacher (expert). Some authors assume that a key criterion could be a volume of teacher 
pedagogical capability and competency. 

The main problems that new teachers face in school practice in the Czech Republic 
Research that focuses on junior (novice) teachers (Mazáčova, no date) has pointed out that during a 
period of novice-teacher professional adaptation in Czech schools new teachers have problems with the 
following. 
 
 Regarding the situation in schools: 

• Insufficient material equipment of schools. 
• Inadequate management and organisation of work in school. 
• Unfamiliarity with school administration. 

 
 Regarding the pupils: 

• Dealing with abnormal or aggressive behaviour of students. 
• Insufficient level of student knowledge. 

 
 Regarding pedagogical/professional skills: 

• How to motivate students to study. 
• An insufficient ability how to speak and use a native language (oratory) – their speech often 

misses a logical structure, terminological correctness, sequences and adequacy. 
• A lack of sufficient methodological skills. 
• A lack of self-confidence to be able to solve educational problems. 
• How to establish a teacher position in a classroom. 
• Practically no experience how to manage with student discipline and behaviour. 
• How to activate students to learn – new teachers have problems with student individuality. 

Development, how to apply individual approach to students. 
• How to identify and define educational aims. 
• How to define a set of key concepts. 
• How to identify and formulate good and attractive exercises, tasks, activities and problems for 

students. Often a new teacher’s instructions to students are general, incomplete and inadequate to 
student’s learning abilities that students don’t understand what they have to do. It often causes 
lack of interest and lack of discipline. 

• Underestimation of importance to develop a good lesson plan. 
• Being concentrated only on an educational content, and not on how to achieve educational goals 

and think about a way how to learn. 
• A low ability to estimate what is possible (real) to do in a teaching unit. 
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• A teacher opinion that the most important in teaching is knowledge transfer. 
• How to assess student’s outcomes and activities. 

 
 Regarding the parents: 

• How some parents relate to teachers, especially to young teachers. 
• A lack of self-confidence to be able to communicate with parents. 

 
 Regarding other teachers: 

• Incorrect partnership among teachers in school. 
 
 Regarding the conditions: 

• A very low commencing salary. 
 
New teachers often apply teaching in which teachers are active and students passive, they plan their 
teaching and lesson plans only by text-books without any other resources and teaching materials. Very 
often new teachers do not make any inquiry to get a feedback to know if their students understand their 
instructions etc. Often new teachers are not able to apply in a school practice their excellent subject 
focused theoretical knowledge base. New teachers are expected that they will be able to apply their 
theoretical knowledge in a daily practice in schools in a creative way respecting specific conditions 
(Mazáčova, no date). 
 
New teachers face some professional problems that haven’t arisen only from their insufficient pre-teacher 
service, but that relate to parents and students negative attitudes to education value, to school education, 
to teachers, to insufficient financial appreciation, school climate, increasing number of students with 
specific learning disabilities, school management, etc (Mazáčova, no date). 
 
Describe how new teachers are taken care of. In what ways are newly examined teachers introduced into the school and the 
teaching profession? What support is given? Who decides when this support is given? 
At the present, there is no unified system how to care about new teachers in the Czech Republic that 
should be applied in schools when a new teacher takes up work in school. There are some schools that 
care about new teachers and where a headmaster delegates to a new teacher a mentor, an experienced 
teacher who introduces the new teacher to his/her profession in the school and helps him/her for about 
one year to solve methodological, administrative and pedagogical problems. A key person who decides 
about a care of a new teacher in schools is a headmaster. 
 
For new teachers, important experiences that they obtain in a process of their introduction in schools, are: 

• Experiences gained in collaboration with a mentor (Bláhová, 2006). 
• Experiences gained in their own teaching projects (Bláhová, 2006). 
• Experiences gained in their own teaching experiments in school teaching (Švec, 1998). 

 
Who decides when a new teacher gets continuing professional development? 
In the Czech Republic each teacher is obliged by a law to participate actively in professional development 
programme and to study. Teachers plan which courses offered by universities, National Institute for 
Further Education, National Institution of Technical and Vocational Education, regional educational 
centre or teacher associations for teachers. There is only one main limitation – a budget that schools have 
for payment of travel costs, course fees and study materials needed for teacher professional development 
and subsidy for substitute teacher. The school can pay to teachers only such courses that are accredited by 
the Ministry of education. 
 
Are there handbooks for new teachers that give them an introduction to the teacher profession? Describe who is giving this 
support: Is it the individual school? The Commune (municipality)? The Ministry of Education? Teachers’ Unions? 
In the Czech Republic there is no special handbook for new teachers that could help them to introduce 
into their profession in schools, nevertheless there are some books (for example Podlahová, 2004) and 
textbooks for mentors of student teachers teaching practice in schools with recommendations for junior 
teachers. 
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Expert assistance for experienced teachers 
In the Czech Republic each teacher is obliged by a law to participate actively in professional development 
programme and to study. Teachers plan which courses offered by universities, regional educational centre 
or teacher associations for teachers. There is only one main limitation – a budget that schools have for 
payment of travel costs, course fees and study materials needed for teacher professional development. The 
school can pay to teachers only such courses that are accredited by the Ministry of education. 
 
Czech teachers can exchange professional experiences and get the newest information related to their 
pedagogical profession as members of teachers associations and unions, for example of the Association of 
History Education teachers, Association of Teachers of English of the Czech Republic, Union of 
Informatics Teachers, Union of Czech Physicists and Matematicians, etc. (see Přehled asociací učitelů 
jazyků, 2008). These unions are interested very much about teacher education, teacher training and teacher 
professional development. 
 
There is no handbook to help experienced teachers. It is expected that the Ministry of Education will 
finish promptly a concept of a system for teacher professional development that will influence not only on 
professional teacher quality, but also on a system of teacher salaries (so called career system). 

List of  methods and practices used in schools to support teachers 
At the present, there is no unified system how to care about new teachers in the Czech Republic that 
should be applied in schools when a new teacher takes up work in school. It depends on a headmaster 
how a new teacher will be introduced in his/her profession in school. There are some practices used in 
schools to help a new teacher to adapt in his/her profession: 

• A mentor: an experienced teacher who is delegated by a headmaster helps to a new teacher for 
about one year. 

• A colleague support and advice (Lazarová & Cpinová, no date): teachers share experiences 
together and they collaborate in different type of pedagogical tasks. This type could be applied 
also in this cases: 

i.  “Good examples from colleagues”: a new teacher visits lessons given by his/her 
experienced colleague to get an idea how and what to do (“I am going to see what and 
how I can do with my students”) (Lazarová & Cpinová, no date). 

ii.  Inspection of classes given by a new teacher (An experienced teacher as a colleague is 
going to monitor if a new teacher teaching is well done.”) (Lazarová & Cpinová, no 
date). 

iii.  Supervision: a new teacher invites an experienced colleague to visit his/her lesson 
(„You are welcome to my lesson and I would like to ask you to tell me about my 
mistakes and to identify problems.“ or “I would like to ask you your advice”). (Lazarová 
& Cpinová, no date). 

iv.  Discussion with colleagues: a new teacher talks with his/her colleagues. 
v.  School projects: a new teacher is involved into a school project to get didactic 

experience, to be able to manage student activities, to develop study materials, etc. 
vi.  Participation in the ESF projects focused on teachers, education, schools and 

coordinated or by schools or by universities and financed by the Ministry of Education 
and EU. 

vii.  International projects (eTwining, etc). 
• A consultancy and discussion with the university teachers: a new teacher after his/her university 

study continues to be in a contact with his university teachers (by e-mail, individual visits, etc.) to 
discuss some problems. 

• An offer of the Research Institute for Education (managed by the Ministry of Education) to new 
teachers: the Institution publishes on its portal www.rvp.cz materials developed by experienced 
and innovative teachers and a consultancy advice dedicated to new teachers (Projektu ESF 
Metodika, 2007). 

• A community for junior teachers on the portal edu.cz: Recently graduated teachers can 
communicate, share experience, think about recommendation of experienced teachers. They 
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discuss about how to teach some topics, about the financial situation, student behaviour, etc 
(Komunitní prostory, no date). 

• Courses organised by faculties of education and regional pedagogical centres as a part of the 
teacher professional development. 

• Courses organised by National Institute for Further Education (www.nidv.cz), National 
Institution of Technical and Vocational Education (www.nuov.cz) 

• Membership in a teacher association: in the Czech Republic there are several teacher associations 
that can also help to new teachers (Association of History Education Teachers, Union of 
Informatics teachers, Union of Czech Mathematicians and Physicists, Association of Primary 
School Headmasters, Association of Secondary School Headmasters, etc). All teacher association 
use discussion forums and organise face-to-face workshops and seminars. 

• Several forms of self-study teacher activities. 

Future plans regarding support systems for teachers 
The Ministry of Education is going to develop a long-term, functional and motivated concept of teacher 
carrier development based on a system of life-long learning with teacher attestation. A teacher 
professional development is a key factor that impacts on a quality and effectiveness of educational system 
in the Czech Republic. The new system of teacher professional development would motivate teachers to 
study systematically and all time. Each teacher who will successfully graduate in attestation exams will be 
entitled to get better salary (Další vzdělávání pedagogických pracovníků, 2009). 
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Support systems for new teachers in Finland 
The main support systems in Finland for new teachers are mentoring and written guidance, but they vary 
in terms of application, length, nature, organisation and purpose. Organisations that realise support for 
new teachers are mainly schools, municipalities, and the Trade Union of Education in Finland (OAJ). Also 
some national level projects, such as VERME, are implementing teacher mentoring (Franson & 
Gustafsson, 2008; Moilanen & Moilanen 2009). 

Municipalities and schools 
Finland has used a decentralization strategy for developing mentoring models for junior teachers. Local 
municipalities are responsible for induction and mentoring arrangements for teachers, differing from each 
other on the local level. National level mentoring models do not exist. (Franson & Gustafsson, 2008; 
Moilanen & Moilanen 2009). 
 
Laanila Secondary school in Oulu does have a job orientation folder for new teachers. The folder 
introduces the basic elements of orientation at school such as programmes for the first school days, 
instructions for home class teachers, parents’ meetings and how to create class spirit and togetherness. 
Some guidelines for handling pupils with behavioural problems and how to cooperate with other school 
professionals who may provide counseling and/or other services to children are also introduced 
(Moilanen & Moilanen 2009). 
 
According to Moilanen and Moilanen (2009), new teachers do not get much orientation to the work. Most 
of the orientation is done within the subject teachers’ groups and by colleagues during the school day. 
Support depends on the group of subject teachers and solidarity among them. Most of the support to 
junior teachers considers material change and discussions about teaching methods within the subject 
teachers’ groups. 
 
Oulu city’s Department of Education organise peer- group mentoring for teacher through the VERME –
project. VERME project will be described in the next chapter. Education office has set up 5 mentoring 
groups of 5-7 participants with different focuses e.g. groups for young teachers, special education 
teachers, and counseling teachers. Groups are open to all teachers and mentoring is done during the 
working time (Moilanen & Moilanen 2009). 
 
Principal of the school should be responsible of new teachers’ orientation. Laanila Secondary school does 
not apply personal development plans systematically. However, teachers can make personal development 
plan with the principle at any time if needed. New teachers do not always have the information about the 
possible continuing education possibilities and therefore the principle sometimes suggests suitable courses 
(Moilanen & Moilanen 2009). 
 
City of Oulu invites all new teachers to an information lecture where the organisation of Educational 
department is introduced. To the teacher, this often remains the only contact to the city’s Educational 
Department (Moilanen & Moilanen 2009). 
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VERME - Peer Group Mentoring 
A national VERME project coordinated by the University of Jyväskylä has developed an approach into 
teachers' in-service education focused on the induction phase and based on the ideas of a career-long 
continuum of professional development. Their initiative is based on the idea of peer group mentoring, in 
Finnish "vertaisryhmämentorointi". VERME is actualised in Oulu, Kokkola, Hämeenlinna and the 
Jyväskylä region. (VERME - Peer Group Mentoring), (Moilanen & Moilanen 2009). 

Trade Union of Education in Finland (OAJ) 
Over 95 % of teachers in working life in Finland are members of Trade Union of Education. Trade Union 
of Education in Finland organises every year regional 2 day trainings for young under 35 years old 
teachers. Training includes peer-group discussions, juridical and salary counseling, and introduction to the 
organisation. (Trade Union of Education), (Moilanen & Moilanen 2009). 

Support systems for experienced teachers 

Municipalities and schools 
Laanila School does not have guides for experienced teachers. The year 2008-2009 experienced teachers 
had a possibility to join a “senior” peer-group mentoring of the city of Oulu/VERME-project but the 
group was not started up because of lack of participants (Moilanen & Moilanen 2009). 
 
Laanila School does not apply personal development plans systematically. However, teachers can make 
personal development plan with the principle at any time if needed. Teachers can suggest to the principle 
the continuing education courses they are interested in. The principle decides who and when teachers can 
participate in continuing education. Teachers can affect on the amount of working hours and get fewer 
lessons if they want to (Moilanen & Moilanen 2009). 

Social Insurance Institution and Labour Force Bureau in Finland 
All teachers can apply through the occupational health centre for the Aslak-rehabilitation programme 
supported by the Social Insurance Institution in Finland. Aslak programme do give supervision of work 
and physical rehabilitation guidance. (Moilanen & Moilanen 2009). 
 
Through the Labour Force Bureau in Finland teachers can apply for part-time retirement. All employees 
can also apply for a 6 months’ leave of absence if they have at least 10 years working experience. 
(Moilanen & Moilanen 2009). 

Trade Union of Education in Finland (OAJ) 
The Trade Union of Education in Finland organises courses for retiring teachers regarding salary and 
pension allowances. (Trade Union of Education), (Moilanen & Moilanen 2009). 
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List of  methods and practices used in schools to support teachers 
Laanila school teachers are supported by: 

• School’s own orientation folders. 
• Informal discussions and support from colleagues. 
• Voluntary discussions with the principal regarding personal development plan if needed. 
• Voluntary continuing education courses if needed. 
• Possibility to affect on amount of lessons (to have fewer lessons). 
• Voluntary information lecture for new teachers about the Educational Department of city of 

Oulu. 
• Voluntary peer-group mentoring organized by the city and VERME-project. 
• Voluntary orientation courses for young teachers by the Trade Union of Education in Finland. 
• Support courses regarding retirement for experienced teachers organized by the Trade Union of 

Education in Finland. 
• National rehabilitation programmes for all teachers supported by the Social Insurance Institution 

in Finland. 
• Part-time retirement through the Labour Force Bureau in Finland. 
• 6 months’ leave of absence for teachers having least 10 years working experience. 

Future plans regarding support systems for teachers 
Laanila school teachers Anne Moilanen and Satu Moilanen are not aware of the practices that should be 
used regarding teachers’ support at work. Teachers have not discussed at school about developing their 
support systems. In addition to their own school orientation practices, local Education Office organise 
mentoring groups and vocational health care organises rehabilitation programmes (e.g. Aslak) (Moilanen 
& Moilanen 2009). 
 
Laanila School is part of local Smart School project in Oulu which aims to shared and integrated teaching 
among different school subjects. Teachers develop their practices in working groups and realise the 
teaching together (Moilanen & Moilanen 2009). 
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Support systems for teachers in Bavaria, Germany 
The Responsibility for the German Education System lies primarily within each of the sixteen German 
Länder (states), while the Federal Government only has a minor role. The Ministries of Education and 
Cultural Affairs (Ministerien für Unterricht und Kultus) of each state govern teacher education through 
curriculum and examination regulations. In this overview we will focus mainly on one state: Bavaria. 
 
To understand teacher education in Bavaria, the German school system will be briefly described in 
general. For three to six-year-olds, kindergarten is the traditional form of institutionalised pre-school 
education in Germany, although there is no mandatory attendance. Children start school at the age of 6 to 
attend elementary school (Grundschule) up to fourth grade. Then, they are separated according to their 
academic ability and attend one of three different kinds of school systems: Secondary general school 
(Hauptschule), intermediate Secondary school (Realschule) or grammar school (Gymnasium). 
 

• Secondary general school (generally until 9th grade) prepares pupils for vocational education 
and ends with a Hauptschulabschluss. Graduates generally enter an apprenticeship (Lehre) in a 
manual trade, combined with some part-time studies at a special vocational school (Berufsschule), 
called dual system (duales System). 

• Intermediate Secondary school (until 10th grade) offers a broader range of emphasis for 
intermediary students and ends with a Realschulabschuss. The Realschule is designed for those who 
will be entering an apprenticeship in a commercial trade or medical profession such as nursing. 
An intermediate Secondary school certificate Realschulabschluss also qualifies a pupil, under specific 
conditions, for admission to certain vocational school (Berufsfachschulen) and certain in-service 
vocational education schools (Fachschulen) and institutions offering Secondary education for adults 
which is known as second-chance education (zweiter Bildungsweg).  

• Grammar school (until 12th or 13th grade) prepares students for higher education. A certificate 
of having passed the Abitur qualifies for university admission or matriculation (a prerequisite for 
enrolling in university). 

 
It is possible to switch from one kind of school to another depending on the academic performance of the 
pupil. Also, the system provides for a comprehensive school (Gesamtschule), where all children attend the 
same school, but are then split up in different classes according to their abilities (Cortina et al., 2008). 

Teacher education in Germany 

Pre-service teacher education in Germany 
Responsibility for pre-service education, for example in Bavaria, rests not only with the Ministries of 
Education and Cultural Affairs but also with the Bavarian State Ministry of Sciences, Research and the 
Arts (Bayerisches Staatsministerium für Wissenschaft, Forschung und Kunst), but can be different for other states. 
Teacher education is divided into two stages: Academic education at a university followed by two years of 
practical education in a school. 
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First stage of teacher education: University level 
University teacher education is specifically designed for each type of German school system. The 
following six types of teaching careers are possible: 1) elementary school teacher, 2) Secondary general 
school teacher, 3) intermediate Secondary school teacher, 4) grammar school teacher, 5) special education 
school teacher (Förderschule), or 6) vocational school teacher (Berufsschule). 
 
The details of each specific teacher education are laid down by the states in curriculum, training and 
examination regulations. These include in particular provisions on the following: subjects/subject areas 
and combinations that may be chosen for the respective teaching career; the scope and content of the 
course of study in the individual subjects/subject areas, including subjects relating to educational sciences 
and subject-related didactics; the type of certificates required for admission to examinations, the type and 
scope of individual parts of the examinations and assessment procedures. The minimum length of 
university studies varies from three years (plus an additional year for final examinations) for elementary 
school teachers up to four or five years (plus an additional year for examinations) for upper Secondary and 
vocational school teachers (Bildungsberichterstattung, 2008). 
 
After completing all required courses at the university, the students finish their university studies with first 
state examination (erstes Staatsexamen) and then undergo two years of practical education as a student 
teacher. 

Second stage of teacher education: Preparatory service 
The practical education, called Referendariat, generally lasts two years. In Bavaria, this phase is coordinated 
by the school administration. Student teachers (Referendare), which receive a small salary, have to attend 
and give lessons in a school of their branch under instruction of a guiding teacher and the leaders of the 
pedagogic and science education seminars. During this phase, the teacher candidate has to pass several 
exams and at the end a verbal exam about pedagogy and teaching methods of his subject. The preparatory 
service involves participating in lessons, guided and independent teaching at education schools and 
studying educational theory and subject-related didactics at teacher education institutes (Studienseminare). 
There the student teachers consolidate experience gained through practical education, whereby special 
emphasis is given to the type of teaching career intended. Before a student teacher or trainee teacher is 
able to apply for a permanent position, the second state examination (zweites Staatsexamen) has to be passed 
(Bildungsberichterstattung, 2008). 

Alternative pre-service education pathway: Bachelor’s and master’s degrees in teacher 
education 
In some states, the reform of teacher education is to include the implementation of the consecutive 
structure of study courses with bachelor’s and master’s degrees (BA/MA), which was introduced in 
Germany with the amendment of the Framework Act for Higher Education of 1998. The revised 
structure comprises university studies as well as the preparatory service which is reduced to 12 months. 
Periods of practice are integrated into the curriculum, whereas the duration of the periods reserved for 
university courses shall remain unchanged. This is made possible by means of a consecutive and modular 
structure of study. Students receive education for a particular type of school and general education 
independent of a particular type of school. For students who have successfully completed the bachelor’s 
degree, a curriculum of the master’s degree related to a particular type of school is offered. In Bavaria, the 
bachelor’s and master’s degrees are not implemented (EU, 2007). 
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In 2007, 36 127 student teachers were enrolled in all forms of teacher education in Bavaria (see table 1). 
 
Table 1: Students enrolled in pre-service teacher education in 2007. 
Types of schools Number of teacher students 
Elementary school 5 436 
Secondary general school 3 085 
Special education school 1 948 
Intermediate Secondary school 8 032 
Grammar school 15 532 
Vocational school 1 925 
Bachelor Degree 214 
All schools together 36 172 
Source: Bildungsstatistik (2008). 

Support systems for junior teachers 
After passing the second state exam, junior teachers can apply for permanent employment at a public 
school. A decision on recruitment is taken centrally on the basis of job vacancies and according to the 
criteria of aptitude, qualifications and record of achievement. Successful applicants are usually appointed 
as civil servants on probation. Once a teacher has proved his suitability and aptitude in the probationary 
period (in general two and a half to three years depending on the career structure), he is appointed as a 
permanent civil servant. The following support systems are offered for the junior teacher: mentoring 
support in schools and a university support system. 

Mentoring support program for each specific school 
Generally, there are no rules or guidelines given how a junior teacher should be supported at the 
beginning of his teacher career. Every school handles the support of teacher differently. Quite common 
proceeding is that junior teachers are solely given a handbook with the rules and regulations of the school. 
Some schools have developed their own mentoring program, where new teacher is assigned by the 
principal to one or more mentors, usually full-time teachers with many years of experience who volunteer 
to supervise student teachers. The mentor's role is to assist student teachers in teaching-related or 
disciplinary topics. Sometimes, only an unofficial mentoring system is in use. 

University support system 
In the case of didactical and educational problems, just graduated teachers have the option to turn to their 
former university professors or other former graduate students. The university support is unsystematic, 
but a reliable contact point for junior teachers seeking help.  
 
Furthermore, a junior teacher is encouraged to attend education courses offered by in-service teacher 
education organizations. Since these in-service courses are offered for teachers in all school levels, they 
will therefore be discussed in the next section: Support system for experienced teachers. 

Support systems for experienced teachers 
In-service teacher education in Germany serves to maintain and extend the professional competence of 
teachers. It helps teachers to meet the current requirements of their teaching career and to fulfil the 
educational mission of their school. Attendance of in-service courses serves to deepen and extend the 
knowledge and skills in the fields of educational theory, psychology, didactics and subject-related studies 
which are adequate at teacher’s work.  
 
The duty of teachers to undergo in-service education is explicitly laid down in all German states by law, 
whilst it is the duty of the employers (usually the Ministries of Education and Cultural Affairs) to ensure 
that suitable in-service education programs are provided. In Bavaria, for example, the teachers are bound 
by contract to attend 12 days of in-service education courses within four years (whereby one day should 
include at least 5 hours of training). 
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Procedure for teacher education application 
In-service education within schools is essentially organised by each individual school. The courses offered 
are designed for specific target groups, i.e., teachers of specific schools, teachers with different teaching 
qualifications and for teachers with different problematic issues. Every teacher who fulfils the formal 
admission criteria is entitled to attend the in-service courses if attendance will be of benefit to him in his 
teaching duties and if teaching commitments do not prevent him from attending. Where appropriate, the 
teacher is released from his teaching commitment on full pay in order to attend the in-service course.  
 
The procedures for making an application, being released from teaching duties and receiving permission 
to attend the course differ from state to state. In Bavaira teachers can apply directly to the organizer of in-
service education via an internet organizer called fibs (http://fortbildung.schule.bayern.de/) and in other 
cases applications are made through official channels, i.e., through the head teacher or other school 
authority. However, release from teaching duties is usually granted by a head teacher or another relevant 
school authority. In some cases teachers apply directly to the organizer of in-service education or 
applications are made through official channels, i.e., through the head teacher and the school supervisory 
authority. 

Types of institutions 
State-run in-service teacher education is organized by Ministry of Education and Cultural Affairs of each 
state. In Bavaria, for example, the central in-service education institution in Bavaria is the “Academy for 
Teacher Education and Personal Management” in Dillingen. In-service education can also take place 
within schools or in the form of guided private study. Next several institutions which offer professional 
education courses will be presented. 

State approved in-service courses at various Institutions 
The largest Bavarian institution for in-service education is the “Academy for Teacher Education and 
Personal Management” (Akademie für Lehrerfortbildung und Personalführung), in Dillingen, which organizes all 
in-service courses, except religion, sports and traffic training. The courses include further education for 
teachers, supplemented by educational development, i.e., teaching, team and organisational development. 
The range of course topics is extremely broad. Course content can vary with regard to school subjects, 
types of school or educational and teaching goals. The subject matter includes topics related to general 
and school pedagogy, sessions on subject-related didactics and studies, courses dealing with key current 
issues (e.g. intercultural learning or new technologies) and introductions to new curricula.  
 
Two institutions are responsible for religious subjects: The “Institute for In-service Teacher Education” 
(Institut für Lehrerfortbildung) offers courses for teachers teaching katholic religion and the “Center for 
Pedagogic Religion” (Religionspädagogisches Zentrum) offers courses for protestant teachers. 
 
Furthermore, the “State Sport Center” (Landessportstelle) organizes all courses dealing with physical 
education. Last, the “Bavarian Traffic and Safety Center” (Bayerische Verkehrs- und Sicherheitserzeihung) is 
responsible for traffic and bicycle training in Bavaria. 
 
All these institutions are organized by the Bavarian Ministry of Education and Cultural Affairs, whereby 
the academy in Dillingen is the coordinator of the other four institutions. 

State supported in-house education courses 
The “Schilf: Schulinterne Lehrerfortbildung” offers in-house further education courses. A course 
instructor visits and leads a course physically at a school. This is usually done on one day of the year and is 
chosen to facilitate the team development of the schools and to spend a day together.  

Independent workshops, seminars or conferences 
The teachers can also attend pedagogical or educational seminars or conferences. Furthermore, university 
workshops/conferences especially for teachers are organized. Unfortunately, no systematic approach on 
information distribution of pertinent conferences is available, so that teachers themselves have to search 
for the information of when and where a conference is taking place. The conferences to which teachers 
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want to participate have to be approved by the Ministry for Education and Culture. Important educational 
and pedagogical conferences in Bavaria were organized, e.g., by “Deutsche Gesellschaft für 
Erziehungswissenschaft” (DgfE), the member societies of the “Gesellschaft für Fachdidaktik e.V.” (GFD) 
or the “Evangelische Akademie Tutzing”. 

Statistics for professional in-service teacher education in Bavaria, Germany 
“The annual in-service teacher education statistics, 2008”, which are published by the Bavarian Ministry of 
Education and Cultural Affairs, provide comprehensive data on the supply and demand of in-service 
education by reviewing the teacher education condition in the previous year. 
 
Table 2. Statistics of in-service education in Bavaria, Germany. 
School year 2007/2008  
Number of teachers working in Bavaria schools 
 

107 497 

Number of teachers taking in-service education 
courses (organized by different institutions) 
 

28 016 

Total participant days (from all institutions) 99 781 
Source: Bildungsstatistik (2008). 
 
In the school year of 2007/08, 107 497 teachers (of all school systems) were working in Bavaria (see 
table 2). More than one third of the teachers (28 016) have participated in the in-service teacher education 
courses offered by the state funded institutions. These 28 016 teachers have participated in 99 781 
courses, indicating that some teachers have taken either more than one course for the school year 
2007/2008 or have participated in a course lasting several days (Bildungsstatistik, 2008). 

List of  methods and practices used in schools to support teachers 
The following list summarizes the support systems for junior (novice) and senior (expert) teachers in 
Germany:  

• Mentoring support program for each specific school (for junior teachers). 
• University support system (for junior teachers). 
• State approved education courses various institutions. 
• State approved in-house education courses. 
• Independent workshops, seminars or conferences. 

Future plans regarding support systems for teachers 
Looking at individual mentoring of junior teachers, there have been statements on the need of certain 
general rules or guidelines for an organized support system for all schools. A systematic scenario-based 
reciprocal collaboration model for interaction and knowledge exchange between junior (novice) and 
senior (expert) teachers should be implemented. Since in-service education courses usually take place in 
the form of seminars, a long term strategy could include that study groups, conferences and study trips 
shall be more extensively implemented. Furthermore, in-service education should also be available as 
distance learning courses. Most importantly, the dissemination of dates and places of the extended teacher 
training courses should be systematically developed, preferably via internet. Internet utilization can be the 
solution to the lack of information distribution and which could be developed by an university support 
system.  
 
Taking everything into account, principles have to be formulated which reflect the problems related to the 
realization and organization of in-service teacher education measures. A need for a systematic structure 
and information distribution is evident. The measures should aim to give the impetus to realise further 
learning on the job individually or within a group of colleagues as a natural element of one’s professional 
practice. Furthermore, the needs of the junior and senior teachers shall be acknowledged on an organized 
basis. 
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Support systems for new teachers 
In Holland a variety of ways is used of taking care of new, starting teachers. In general, especially in 
Primary education, teachers are allowed to get used, to get accustomed to teaching practice, gradually 
getting responsibility for one (lower) class, and then acquiring more and more experience in more (higher) 
classes, year by year. An experienced teacher functions as a coach on the workspot in the first year, 
sometimes also the second year. Central in this coaching is helping to get used to classes, educational 
stress, handling groups of pupils, performing in a range of subjects (language, maths, biology etc). The 
Ministry of Education, professional organisations, boards of educational organisations are stimulating such 
workplace coaching, and are paying this activities. Of course not all schools are prepared to use time and 
money for this sort of in-school learning for professional purposes, because of scarcity of personnel or 
because of hesitation toward this type of coaching. Many schools of Secondary education have a coaching 
system in which an experienced teacher helps the new, starting teacher to feel at home at school, to learn 
the job of class management, to prevent problems of class-behaviour of individual trespassing, and to get 
the subject learnt.  
 

Individual coaching 
There are several systems of individual coaching by experienced teachers: 

a. coaching on general pedagogical and educational principles, not specifically aimed at adequately 
teaching the subject 

b. coaching focused on the subject matter: concentrated on content and instructional behaviour of 
the new teacher 

c. mixed coaching: one coach supporting the general principles, another supporting the subject 
matter 

d. absence of coaching. The teacher performs as he does, and will be subjected to assessment of a 
colleague or a headmaster. In the periodical assessment there will be indications of what should 
be improved, for instance variations in the didactic approach, before a definitive appointment can 
be obtained 

e. peer coaching. A special form of learning takes place when the starting teachers are working 
together in a few themata: for instance class management, keeping the order, variations in 
didactical arrangements, ethics etc. Not only gives this efficiency in learning and development, but 
peer group as supportive for integration in the school as well. Meanwhile the starting teachers are 
invited to coach each other in specific questions. 

Assessment 
Continuation of the teacher profession at a particular school depends on the development which the 
teacher shows during the first year of his performance. In a series of assessments, from Oktober till March 
there are assessments, from colleagues and a headmaster, the assessment commission meets and gives 
sometimes very general, sometimes very detailed feedback, and in cooperation with the personal coach the 
junior teachers works on to show improvement. If the assessment commission deems this improvement 
too little and too late, then the contract will be finished at this particular school. He will get another 
chance in another school, often with success. The practices of assessments can be very disappointing and 
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de-motivating; members of the commission can be obsessed with a specific, sometimes outdated, and 
frequently unknown themes, for instance silence in classroom, which should not be maintained in 
situations of active and participating learning of the pupils. Or members are in particular looking after an 
adequate presentation of the subject matter, while not really looking to class-management, well-being, 
relations between pupils and teacher etc. This context may be estimated as important as knowledge of 
subject matter. In short, a lot of improvement can and should be pertained as far as it concerns 
assessments. 

Diversity 
The education and training of teachers, Primary and Secondary school systems, have been delegated to 
institutes of higher education and universities. The same diversity which we have seen at the level of 
coaching and assessment we ascertain here: some plans for educating teachers show a heavy accent on 
pedagogy and general didactics, while other institutions, for instance faculties, emphasize subject matter, 
for instance history, and help the junior teacher to learn how to teach history! Of course, every institution 
has its own handbooks for becoming teacher, for becoming coach and for becoming assessor, and there 
are of course a lot of differences. These differences are allowed within the framework of laws (parliament) 
and rules (Ministry of Education) the profession of teacher, the organisations of teachers, and the 
concomitant tasks. 
 
The diversity of ways to support starting teachers is reflected by the different ways of ICT support. 
Experienced teachers are coaches, but they often are not very familiar with ICT support. They are just not 
focused on this vast possibility of support. Their attention goes to a lot of other tasks within the school, 
and the school itself does not supervise the effective use of ICT or training in ICT. This had repercussions 
on the ICT behaviour of the starting teachers. 

Support systems for experienced teachers 

Lack of outward mobility and dynamics 
In Holland teachers are considering their profession as a lifelong occupation. Only few teachers change 
from Primary to Secondary education or to Tertiary education, and still less change in the direction of 
non-educational jobs. So there is little upward or downward mobility. Of course, there is movement 
possible, but teachers don´t use this possibility often. This pertains overall: from Primary to Secondary 
education, including vocational education. There is hardly any moving down, from Tertiary to Secondary 
or to Primary education. The general trend is a trickle, from Primary education upwards, and from 
vocational to theoretical education, for a long time. 
 
This makes the professional career of teachers safe, cosy, highly experience based, less experiment based, 
tedious, sometimes bleak. When teachers do not move upward to higher grades or other types of 
education, there is not much stimulation to continue learning in the profession. The acquired knowledge 
of the teacher will be enriched by experiences and hard work, reflections and occasionally an experiment, 
but the tendency will be toward implicit knowledge and routines. That seems to be an inexorable path, 
ensuring an adequate overall educational approach in classroom and within an expertise field of working, 
for instance third class, or last classes French Language. This invites some of these experienced teachers 
to give less attendance to reflection, to reading of professional literature, to participate in experiment, and 
so to avoid any innovation of the curriculum, teaching and professional development.. After some time 
the expertise diminishes, the educational behaviour becomes rigid and the knowledge base is shrinking. 
Even when the Ministry of Education tries to impose reforms, experienced teachers will slow it down or 
undermine it, accepting only nominal changes. So on the one hand there is an innate tendency in the 
Dutch educational system and culture, against innovation, but on the other hand there is an equally strong 
tendency as far as it concerns boards, government agencies etc. to impose innovations on schools and 
teachers. This amounts to a deep, unbridged gap. Unfortunately the teachers don’t experience ownership 
of the proposed innovation, and the above mentioned cycle of delay, shrinking etc. will be amplified. A 
rather large part of the educational personnel resists change, ideological and vocational, and by way of 
reaction the government and boards impose changes, but this external threat will be answered by teachers. 
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A stalemate, or may be better: a static oscillation. This had also something to do with the underestimation 
of the workload of teaching by the heads, boards etc. 

Possibilities of support 
Nevertheless, there are a lot of possibilities for experienced teachers to get support in professional 
development. For instance, 10% of the professional time in a full time job is reserved for schooling and 
learning by the professional. This time is actually used for schooling and acquiring knowledge, but a 
general complaint of a majority of the teachers is that time and occasion lack to implement the new 
insights. They obey, as far as possible. But knowledge and new skills tend to remain theoretical, interesting 
but quickly to forget. Another aspect of the resistance is that ‘Innovative’ knowledge is just theory, not 
well established, and contrary to experience (which of course is often the case, per definition). And not 
very usable in the day to day pressures and activities of the classes. This has also something to do with 
ownership, because a part of the schooling in teaching is earmarked, that is to say, directed by priorities of 
school leaders, not schoolteachers, so externally motivated. There is no connection with personal 
professional learning or developmental questions of the teachers concerned. But even if there is a 
connection, it remains a hell of a job to change even partially, given the load of hours with classes and 
children. Change takes time! So there is a lot of money reserved for schooling and teaching, coaching and 
reflection, a lot of goodwill on the part of headmasters, government and boards, but there often is no 
connection to learning questions of the professionals themselves. And the official complaint is that 
teachers are resisting. 

Stimuli for change 
Yet again, government does what it can to stimulate the professional quality of teachers. The personal 
development plan is a case example. Officials have been schooled and trained to talk about the plan with 
the teachers concerned, but teachers experience it as a duty, not always as a chance. They perform the 
obligation of a personal development plan dutifully and per functionary, but there is no heart in it. 
Personal development plans are often disappointing. Here again, it seems at least a matter of obligation 
versus ownership. School plans for change or improvement too lack support in the same way. The 
manager of human resources thinks he has done his job, and the teacher does not experience any 
development at all, personal nor professional. 
 
Some boards, headmasters and human resource managers today have realised this impasse and are now 
trying to turn from top-down managerial direction to bottom-up invitation to teachers to participate in 
their own development and professional growth. Given the predicament of teachers right now it seems a 
promising path to improvement, and especially to personal and professional development. A binding 
condition is an offer of training and coaching which invites the experienced teacher to see and reflect on 
his experiences and expertises, to feel his professional desires, and to develop personally owned plans of 
implementation, of evaluation and of improvement. Then experienced teacher will develop again. This 
sort of personally motivated plans of development needs the support of tight guidance and reciprocal 
control. At the University of Utrecht we have worked with some groups of experienced teachers and the 
results were promising (on condition that the management of the schools will use another style of 
managing: delegation of responsibility, multiformity of personal approaches, ownership, niches of small 
and personal improvement and development etc). Nestor coaching is such an particular path to personally 
motivated learning and development. 

Research and publications 
In recent years there has been a lot of publications and scientific research on the topic of experienced 
aging teachers, and more in general the problem of the Dutch aging population. That seems a sufficient 
time for producing insights, but detailed and interesting results take a lot of extra time to be generated. 
Recently (2007) a wide-ranging research program has been started, in which the educational departments 
of the Universities of Leiden and of Utrecht are cooperating in the start of investigating older and 
experienced teachers, now in the first phase of research: the first ten years of experience, the young 
professional, after the first initiation. Prof Dr ]. Vermunt (IVLOS) and Prof. dr. N. Verloop are leading 
this field. A postdoc program at the IVLOS is aiming at detailed research output, for instance Teacher 
learning in a context of reciprocal peer coaching (Zwart, 2006). Important insights has been produced by 
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Bolhuis, Kwakman and others, directed towards workplace learning as a general strategy of experienced 
teachers. Interesting are also the profound investigations within the context of the VITAE project, 
executed by the University of London in recent years. The research team is headed by Christopher Day. It 
concentrates on profiling variations in teachers´work, lives and effectiveness. From England too is the 
study of Hargreaves (2005), Educational change takes ages: Life, career and generational factors in teachers’ emotional 
responses to educational change.  
 
The government, especially the board of education has produced a series of studies concerning ageing 
teachers. We mention here their reconnaissance of the matter in Dutch studies as ´Vergrijsd maar niet 
verzilverd´(2002) ´Waardering voor het leraarschap´ (2006) and ´Leraarschap is eigenaarschap´ (2007) in 
which all sorts of advice is given to the Ministry of Education concerning appreciation of teaching as a 
profession, and the relevance of ownership in relation to change and innovation. The analysis was 
thorough, interesting and partially a preliminary answer to the criticism concerning the decennia of 
educational reforms which a parliamentary commission (commission Dijsselblom) was reviewing at that 
time. The verdict in general in the report ´Tijd voor Onderwijs´ (2008) was not favorable for the 
ministerial plans and the implementation of the foresaid plans by educational institutions and universities. 
There was not an unequivocal verdict about the behaviour of boards of education. Parallel there was an 
investigation on teachers by an independent commission with Rinnooy Kan, chairman of the most 
important governmental advisory board on economics and development (SER). Also the Ministry of 
Home Affairs published a reconnaissance, titled ´Levenfasebewust personeelsbeleid?´ about ageing and 
the way it should influence personnel management. Most texts are approaching the matter not from 
within, but managerial, from without. There is a lot of conversation about, not with the teachers! 
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List of  methods and practices used in schools to support teachers 
 
Table 1. List of methods and practices used in schools to support teachers. 
Teachers Methods Practices 
Primary education Schooling New subjects or books; results: new insights and reflections, 

sometimes new skills acquired and used for instance ICT 
performances, mentoring systems. 

 Coaching 
 

New starting teachers get some colleague coaching, in the day to 
day business of the class, the subjects, the time management etc. 
 
The experienced teacher who performs the coaching is 
sometimes educated in coaching schools, sometimes the 
necessary knowledge is acquired by performing (workplace 
learning), a practice very much in use. 

 Intervision Colleagues, the starting teachers too, can come together and 
develop by way of reflecting and discussing daily experiences in 
classroom. 

Secondary education Schooling New subjects or books; results: new insights and reflections, 
sometimes new skills acquired and used for instance ICT 
performances, mentoring systems; new general educational 
approaches (for instance activating pupils), organizational 
arrangements. 

 Coaching New starting teachers get some individual coaching by 
experienced teachers, in the day to day business of the class, 
subjects, relations, time management etc. Often, not always, 
started with personal questions on the part of the starting 
teacher. 
 
The experienced teacher who performs the coaching is usually 
educated in coaching schools or classes, and the necessary 
knowledge is enriched by performing (workplace learning), a 
practice very much in use. 

 Intervision Starting teachers (obliged), but sometimes experienced teachers 
too (voluntary) come together and develop by way of reflecting 
and discussing daily experiences in classroom. It is a practice 
depending on enthusiasm of participants and coaches, but there 
is a large risk of petering out.  

Tertiary education Schooling New subjects or books; results: new insights and reflections, 
sometimes new skills acquired and used for instance ICT 
performances, mentoring systems; organizational arrangements. 
New scientific approaches; enrichment programs. 

 Coaching New teachers get some colleague coaching, in the day to day 
business of the colleges, the subjects, the testing, time 
management etc. 
 
The experienced teacher who performs the coaching is 
sometimes educated in coaching schools, sometimes the 
necessary knowledge is acquired by performing (workplace 
learning), a practice very much in use. 

 Intervision Occasionally, strongly linked with subject knowledge. 
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Future plans regarding support systems for teachers 

General Plans 
Plans regarding support for teachers are existing for some time and are partially in execution. Coaching for 
junior teachers is recommended to all schools in the country and regularly the government subsidizes such 
plans. This also concerns a more diversified way of stimulating experienced teachers to stay in business, by 
alleviating their educational tasks a bit, by stimulating them in part to coach their starting colleagues. 
These examples demonstrate in what way the Ministry of Education tries to stimulate experienced 
teachers. The plans suggest solutions, but in fact analyze the complex problems and chances of experience 
and age only at surface level. More and deep probing research is wanted. 
 
The government has been rather successful in stimulating and financing plans for difficult urban regions. 
The schools and boards themselves were invited to design plans for improvement, sometimes also for 
experienced personnel, for instance educating experienced teachers of 55 years of age to become coach 
for starting teachers. The interest of school directors was not great, because they considered investment in 
older teacher as waste. Within 5 or 10 years they would resign and become pensionada´s. a few schools 
did invest and were rather satisfied with the coaching of these older teachers. Within schools there is 
resistance against initiatives towards experienced older teachers, 55 years of age. By implication, these 
teachers by and large will work on, perform their duties, but are not stimulated by their directors to 
develop and grow. The budget for schooling and personal development is used by and large on as lower 
level in the age pyramid. Here we see also a confrontation with the general culture of youth. Youthfulness 
is desirable and beautifull, aging is sorrow and ugly. Even older, aging people themselves do not 
wholeheartedly accept aging as a natural process of maturing.  

Specific plans 
On the initiative of a few schools themselves a program is developed by which experienced teachers, 40+, 
are brought together in groups of 10 – 14, to investigate themselves their own experience, to deepen their 
positive and negative experience, to look after their professional desires, their own personal and 
professional qualities en their challenges. After this personal exercise, in retarded time, they will develop 
individually a plan of change, small or great, helping them in the direction of personal and professional 
enrichment and fulfillment. Again, this implies a radical change in the way plans for educational 
development are to be implemented. By allowing diverse and personal plans for change, the boards, 
ministry and directors acknowledge the importance of personal and professional ownership of proposed 
developments. Experiments are successful, for the time being on the level of Secondary and Tertiary 
education. This way of stimulating and developing teachers, taking care of the professional dignity and 
understanding the automatic resistance against external demands, connects in Holland with a new growing 
development in managerial theory, for instance the highly popular Mathieu Weggeman, ´Managing 
Professionals? Don´t! About knowledge workers, expertise and innovation.´ 

Perspective from the European Community 
In the third report of the Commission Staff Working, 2006, entitled ‘Progress towards the Lisbon 
Objectives in the field of education and training’ concern is expressed about the targets towards adult 
lifelong learning. The benchmarks of 2002 stipulate that 4 million more adults should participate in 
lifelong learning. This was meant as a contribution to a Europe of Education and Training, and a way of 
countering or neutralising the aging of the population. In 2010 12,5 % of the population between 25 en 64 
should participate in this lifelong learning trajectory. Some countries are overshooting the mark, for 
instance Sweden: 34.7%. Conclusion of 2006: lifelong learning should become a living practice, but is not 
yet so. In the European Community we need between 2005 – 2015 one million new teachers, on all levels. 
In Italy and Germany 70% of the teachers in Secondary education will be replaced between 2005 and 
2025. High quality of initial teacher training in conjunction with a process of continuous professional 
development is necessary, the report states. On average within the European Community the participation 
in lifelong learning is 10,8 % of the adult population. In short, a huge problem is yet to be solved. In 
general, the profession of teaching is not attractive enough, nor munerative enough to pull young people 
towards this trade. And age and workload are pushing out more and more teachers.  
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One way of stimulating adult learning in the teaching profession is coaching, in which the coach obtains a 
lot of skills and knowledge concerning coaching, supporting the vocational growth of the starting teacher, 
about learnjng, including his own learning, practice in which the coach applies what he has learned in 
training in his coaching of the starting teacher and in his own learning process, feedback on the coaching 
behaviour and analysis of own experience. There is an explicit invitation to learn and to practice, that is: to 
change. Of course a lot more is needed for lifelong learning in the teaching profession: for instance 
experienced and starting teachers need time and experimental space to learn and to practice; a human 
resource approach in which opportunities and obligations to learn are part and parcel.; a series of expertise 
trajectories, on different levels, to reach and to practice; a way out of education, when a teachers wants to 
change occupation after a certain period of time.  

Some Analytical Remarks 
Though sometimes there are laws in the different countries stipulating the course of the education of 
teachers, usually there is a lot of decentralization going on, that is to say: local communities or local 
schoolheads determine if a school will support their starting teachers, and if so, in what way. An obvious 
advantage of this decentralization: local autonomy, measured support, acceptance within the culture of the 
school; an equally obvious disadvantage: strong and sometimes dysfunctional diversity of support, lack of 
general critical edge, diluting of effort and goal in the total of the support systems.  
 
A pertinent reflection: in the descriptions there is no mention of qualifications for mentors or coaches. 
Does this mean that no education for mentoring and coaching is provided? Or is an underlying thought 
that mentoring is equal to a form of teaching on the part of the mentor and imitation on the part of the 
teacher? In short: what has the mentor or coach to learn and develop before he can mentor or coach the 
starting teacher? In Holland a coach sometimes gets 7 – 10 days training, reflecting and applying on 
teaching, as a starting qualification for coaching. 
 
Only in Germany seems to exist a period of three years, before a starting teacher is getting a permanent 
job as civil servant. In Holland it is sometimes given within a year, and other countries don’t mention a 
period of approbation. The shorter the approbation period, the less incentive is built in to encourage the 
starting teacher to learn.  
 
In the general practice little effort is made in different countries to develop support systems for 
experienced teachers. If so, it is on a voluntary basis and here too: very divergent in goal and direction. In 
fact, no effort is made to develop and implement lifelong learning, age-related growth, or reflection on the 
cumulative effect of practice and experience in the teaching profession. In the eu it is a target, but this way 
the target will not be reached. In Holland small scale programmes of specific age- and experience related 
learning and development are applied in the Secondary and Tertiary education, with good results. And 
possibly an inventory in the partner states will show sometimes also microprojects with good results. We 
should try to find out if such projects are realized.  
 
The contributions are usually and largely restricted to matters of fact: support systems, numbers, laws, and 
plans for the future. This is relevant, because these data provide possibilities of development, growth, 
points of legitimation etc. On the micro level there is possibluy more interesting things going on. In 
developing scenarios for reciproque learning in the context of nestorcoaching we may detect holds within 
existing structures and practices. But again, it becomes a bit slippery when we realize the measure of 
decentralization: anything goes or doesnot go! 
 
We need more insights and knowledge in and about the educational practices of starting and experienced 
teachers. In a following chapter we will speak of change, generational change, the nature of support 
systems, ownership, learning from experience, all sort of notions which are not evident as such and which 
seem not quite accepted or seen as proven knowledge in our countries. However, the analysis and the 
critical reflection on the notions are essential for the progress of our project. The possible choices within 
this analytical en interpretative field are vast, and can be illustrated by way of questions. The answers to 
these questions circumscribe to a certain extent the possible scenarios for developing coaching systems. 
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The legitimation of our project, but also our ambition in the project, and the concomitant effort are 
partially dependent on the analytical and theoretical rethinking of learning, development and ownership 
within the teaching profession.  
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Introduction 
In Sweden, the teacher education programme is an academic professional programme and it is currently 
offered at more than 20 universities and university colleges across the nation. It is seen as something that 
should give its graduates “a thorough foundation on which they can build during their career by 
continuous skills development” (Swedish Government Official Reports, 2008a, p. 23). 

Support systems for teachers in Sweden 
Teachers’ continued professional development is the responsibility of the teachers themselves and the 
State, the regional municipalities and the local schools (Swedish Government Official Reports, 1999). 

The State 
The State, via the Government and the Riksdag (the Swedish parliament), stipulates the curricula for the 
school system and thus “also steer the teachers’ continued professional development” (Swedish 
Government Official Reports, 1999, p. 233). The Government and the Riksdag may also decide on 
additional initiatives for teachers’ continued professional development. For example, to support and 
organise initiatives for teachers’ continued professional development, the State runs a number of 
Governmental authorities that are used for developmental projects. The Swedish National Agency for 
Education, for example, is the major authority for the Swedish public school system. 
 
Most universities in Sweden are state run and they are obliged to “organise and offer continued 
professional development courses for teachers” who are employed and working as teachers in the school 
system. The universities are expected to encourage their professors and lecturers to participate at seminar 
for teachers, both the higher education institutions and at teachers’ seminars held at the schools (Swedish 
Government Official Reports, 1999, p. 234). In a Bill from 2000, the Swedish Government states that it is 
a responsibility for universities and colleges (including the teacher training colleges) to offer continued 
professional development courses for teachers. It is also stated that “the universities and colleges should 
design these continued professional development courses so that participants with various opportunities 
and needs can attend”. It is further stated that “it is important that the courses are offered in the form of 
part-time studies and in the form of distance education” so that as many teachers as possible can attend 
(Swedish Government Bill, 2000, p. 75). 

The municipalities 
The regional municipalities (there are about 290 in Sweden) are the local government entities of Sweden 
and they are responsible for running the public schools. As the employer of thousands of teachers in 
Sweden, they have the responsibility to make sure that these teachers “have the competencies that are 
needed”. What counts as necessary competencies at each school setting is based on the types of activities, 
the content of the courses and the teaching being conducted at each school.  
 
On a regular basis, the Swedish national association of municipalities (the employers) and the teachers’ 
unions (the employees) negotiate the terms for the teachers’ continued professional development in the 
Swedish school system. The agreement stipulates that each teachers should receive a specified minimum 
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of hours per year for continued professional development. The current agreement states that each full-
time employed teachers should receive 104 hours per year for continued professional development 
(Swedish Government Official Reports, 2008a). As stated above, the municipalities are responsible for the 
teachers’ continued professional development. They are also responsible for making sure that the activities 
at the schools are in line with the national rules and legislations (Swedish Government Official Reports, 
1999). It is argued by the Government that it is a responsibility for local municipalities to offer continued 
professional development courses, or similar efforts, for teachers. These efforts should be, for example, 
“introductory courses, mentorship programmes and regular continued professional development courses” 
for teachers (Swedish Government Bill, 2000, p. 75). In the law (the Swedish Education Act, Skollagen), it 
is stated that it is the responsibility of each municipality to “ensure that further training is arranged for 
personnel responsible for teaching” and that municipalities shall endeavour to “plan the further training of 
personnel” (Skollagen, 1985, chapter 2, section 7). In the same law, it is also stated that municipalities shall 
ensure that teachers “who undertake teaching have the necessary knowledge of the regulations applicable 
to the National School System, in particular the regulations setting out the aims of the education” 
(Skollagen, 1985 chapter 2, section 7a). In practise, some municipalities distribute all funds for continued 
professional development to the schools, whereas some distribute only a part of the available funds. In 
such cases, the part that is kept by the municipalities is used for centralised regional projects for all schools 
in the area (Swedish Government Official Reports, 1999). 

At the schools 
At the schools, the decisions regarding continued professional development are made i various ways 
depending och the rules and traditions at each school. Often it is the Head Teacher who decides and 
distribute the funds to his or her teaching staff. The group of teachers then redistribute the funds amongst 
themselves. It is common that the funds are put in a pool and that the teachers can apply for funds from 
that pool. They use these funds to attend courses and similar (Swedish Government Official Reports, 
1999). 

A description of  teachers’ continued professional development in 
the United States 
One objective of this report is to describe the situation in the United States, for sake of comparison, hence 
the following section. In the United States, there are 27 states that have a formal support system for 
beginning teachers and “most urban districts, especially the larger ones, offer some induction programme” 
(Feiman-Nemser & Norman, 2000, p. 744). The first state-mandate induction programme was established 
in Florida in 1980. 
 
In an analysis of teaching in the United States, including the situation for beginner teachers, Feiman-
Nemser and Norman identified the following trends and needs:  

• More and more teachers are burnt out and exhausted. 
• There is a need to make good junior teachers get on well in their profession and to reduce the 

stress and problems for beginner teachers. 
• There is a need to build on and extend the knowledge and skills that beginner teachers have 

obtained in teacher training programme. 
• There is a need to reward and encourage older teachers. One way of providing them with 

rewarding tasks is to give them the opportunity to act as mentors for beginner teachers.  
 
Regarding beginner teachers, the authors argue that there is “a growing consensus” in the US that it is 
important to support beginner teachers (Feiman-Nemser & Norman, 2000, p. 745). Induction 
programmes are regarded as something positive and well worth supporting. Nevertheless, induction 
programmes in the US “have not been the subject of rigorous evaluation” (Feiman-Nemser & Norman, 
2000, p. 745). 
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Fieman-Nemser and Norman (2000) also argue that induction programmes in the US, although they 
different from each other throughout the country, have two things in common, namely: 

• The primary goal is to support new teachers. 
• The favoured strategy, to achieve this goal, is to establish mentoring systems in the schools. 

 
In their reviewing the literature on support for beginner teachers, Fieman-Nemser and Norman found 
four types of support for beginner teachers in the United States: 

• Emotional support to help cope with stress and anxiety. 
• Operational and technical support to deal with school policies and programmes as well as 

practises. 
• Pedagogical support to help in planning lessons, organising classrooms, and to respond effectively 

to the needs of diverse pupils. 
• Increased subject matter knowledge and pedagogical content knowledge to identify essential 

elements in the curriculum and make complex concepts accessible to the pupils. 
 
In conclusion, Fieman-Nemser and Norman summarise the situation in the United States and claim that 
in most cases support for beginner teachers means that “an experienced teacher” is assigned to work 
“with one or more new teachers” (Feiman-Nemser & Norman, 2000, p. 745). 

Support systems for new teachers in Sweden 
In Sweden, newly graduated teachers are not regarded as an expert teachers directly after their graduation. 
In a Governmental Report from 2008, it is stated that “no teacher can be regarded as full-fledged 
immediately after his or her graduation” from teacher training college (Swedish Government Official 
Reports, 2008b, p. 109). However, once new teachers in Sweden are employed, they are often expected to 
perform the same duties as their older and more experienced colleagues (Bjerkholt & Hedegaard, 2008). 

Mentoring 
In 1995, the first agreement was formalised, regarding mentoring, between the largest Swedish teachers 
unions and the highest Swedish authority for the country’s municipalities (Kommunförbundet). It stated that 
new teachers had the right “to be supported by a mentor and to be offered a special programme of 
introduction” in the first year on the job (Bjerkholt & Hedegaard, 2008, p. 59). Today, there is “no longer 
a national agreement regarding this matter” (Bjerkholt & Hedegaard, 2008, p. 59) on account of the fact 
that “the national agreement has not been renewed since 31 March 2005” (Jokinen, Morberg, Poom-
Valickis et al., 2008, p. 87). However, there “are municipality representatives who still believe that the 
agreement still exists” and that they have “to live up to the agreement” even if they are not formally 
obliged to do so (Bjerkholt & Hedegaard, 2008, p. 59). Consequently there are “some local agreements on 
the municipality level” that have “remained in force” (Jokinen, Morberg, Poom-Valickis et al., 2008, p. 
87). In 2004, 59% of new teachers on probationary employment had “a mentor appointed by the school” 
and 39% said that the introductory programmes were “well functioning” (Bjerkholt & Hedegaard, 2008, p. 
61). Regarding the content of the mentoring, there is little State governing. The mentor programmes are 
locally decided, planned, carried out and evaluated and “therefore differ from one municipality from 
another” (Jokinen, Morberg, Poom-Valickis et al., 2008, p. 87). 

The Teachers’ Unions 
The Swedish National Union of Teachers has web pages that are made specifically for new teachers. 
According to the available information, These pages are for those that “are new teachers or are about to 
graduate from Teachers Training College” (The Swedish National Union of Teachers, 2009). The pages 
provide information regarding how to apply for a job, salaries and continued professional development. 
The web pages also give information regarding regional courses for new teachers. These courses are 
organised by the teachers’ union, on a regular basis and at different geographical locations throughout the 
country. These short courses are for new teachers who graduated from Teacher Training College 
sometime “during the last five years” (The Swedish National Union of Teachers, 2009). 
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Support systems for experienced teachers in Sweden 
What are the support systems for experienced teachers? What support is given to the established and 
experienced? Are there handbooks? If yes, who (what organisation) issued the handbook? Are there 
personal development plans, for each individual teacher at a school? Plans that describe the teacher’s 
continuing professional development for the upcoming year? Who decides when a teacher get continuing 
professional development? 

List of  methods and practices used in schools to support teachers 
in Sweden 
In Sweden, these are some of the most common forms of teachers’ continued professional development 
(in no particular order) (Swedish Government Official Reports, 1999): 

• Support from colleagues. Topics and issues are discussed with experienced colleagues. 
• Courses, at the university. The higher education institutions organise and offer short courses and 

the schools and municipalities can send their teachers to those courses. It can be in the form of a 
series of seminars or courses. A comprehensive course, which yields course credits for the 
individual, can require substantial financial input from the school and the municipality. 

• Courses, offered by enterprises. Besides the higher education institutions there are also other 
agents that organise and offer short courses where schools and municipalities can send their 
teachers. The form is similar to that being offered by the universities (for example a series of 
seminars or courses). 

• The school organise and offer continued professional development initiatives for its teachers. A 
number of schools in the same region can also go together and organise and offer join initiatives 
for their teachers. 

• Classroom observation. The beginner teachers visits the class of a more experienced teachers and 
observes. 

• Formal and informal networks. Two or more teachers from different schools meet and discuss 
and exchange ideas and suggestions with each other. 

• Mentoring for new teachers. 
 
In summary, from the Swedish Government’s point of view, these forms of continued professional 
development all focus on the individual teacher’s “ability to fulfil the teaching tasks at hand”, i.e. the 
teaching task that he or she is assigned to perform (Swedish Government Official Reports, 1999, p. 249). 
Hence, the focus is primarily on the intended effects of the teachers’ continued professional development 
initiatives rather than on the format of these initiatives. 

Future plans regarding support systems for teachers in Sweden 
In May 2008, the Governmental Inquiry Registration and stricter qualifying rules published its final report 
(Swedish Government Official Reports, 2008b). The purpose of the Inquiry was to analyse and suggest 
changes to the school system and the teaching profession in Sweden. The Inquiry suggest that a number 
of measure are taken, to ensure that teachers in Sweden have appropriate skills and that teachers’ 
continued professional development is of high quality and well functioning. If the suggestions put forward 
by the Inquiry are implemented, a successfully completed probationary year (and a degree in education) 
will be mandatory for all new teachers in Sweden. The probationary year (also called induction year) will 
“give new teachers an good introduction to their professional careers”. It will also help the school and the 
authorities assess whether the teacher is “suitable for the profession” (Swedish Government Official 
Reports, 2008b, p. 14). During this probationary year, new teachers will be given a mentor, who will have 
time set aside for this task. The State will compensate the municipalities for the costs of the probationary 
year by paying parts of the new teacher's and the mentor's salary costs. Under the Inquiry's proposals, only 
registered teachers will be allowed to work as mentors to new teachers during the new teachers’ 
probationary years. The Inquiry also suggest that after a period of teaching and continued professional 
development (four years in total), teachers will be eligible for appointment as Specially qualified teachers. 
Should this scheme be implemented, it will encourage teachers’ continued professional development work 
in Sweden, especially “new teacher’s professional development” (Bjerkholt & Hedegaard, 2008, p. 60). 
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In December 2008, the Governmental Inquiry Sustainable teacher education published its final report 
(Swedish Government Official Reports, 2008a). This Inquiry looked into the status of the Swedish teacher 
education programme and put forward a number of suggestions on how to improve the programme. One 
argument for using the concept of sustainability in the title was that professionally active teachers, 
according to the Inquiry, should receive “continuous in-service training and skills development” (Swedish 
Government Official Reports, 2008a, p. 31). The Inquiry analysed schools systems around the world and 
concluded that countries “with the most successful school systems” have one thing in common: they all 
have well established systems for teachers’ continued professional development. In a critical analysis of 
the situation in Sweden, the Commission concludes that much can be improved and that teachers’ 
continued professional development is something that Sweden needs to “improve drastically” (Swedish 
Government Official Reports, 2008a, p. 407). 
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