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SUMMARY

This study examinas continuing profassional development (CPDY for vocational
teachers and trainers across the seven countries that make up theWestern Balkan
and Turkey region’. The study aims to inform policy makars and responsible agencies
about the extent and character of provision and demand, but also to reveal how
thase are shaped and contextualized by the regulations and institutions in each
coUntny,

Thea report is based on seven national reports published in 2M & The evidence was
gatherad through a survey of mora than 4 000 teachers and associates, 7 literature
revigws and 79 interviaws with representatives of key stakeholdersin the sewven
countries.

Governance of CPD

Itis essential (1) that there is an effective and competent public authority that
addresses stratagy and cvarsess and drives implementation of professional
development; and (2} that governance is open to the contributions of stakeholders
and social partners, and responsive to the neeads of the workforce, schools and
learners, that provision is coordinated, and that experience and data are shared.

Feprasentatives of stakeholders and social partners do participate in periodic

reform processes throughout the region and some representatives are consulted on
stratagy papers, included in relevant workshops or represented in working groups

in relation to the professional developrment of teachars. However, reprasentative
mechanisms are not sustained and professional development is not usually a focus
when therg are general stakeholder mesatings. There are no standing national
multi-stakeholder platforms that focus on the professional development of vocational
teachers, despite the fact that teachers and teaching are seen as a policy priorty at
national and international levels,

Some decentralization of provision of CPD has taken place in Turksy and there

iz evidence that it is relatively effective at mokilising resources and matching
neads. Howaver, elsewhera in the ragion, moves to develop dacentralisation havea
not greathy contributed to practical improvements in the provision of CFPD. Key
constraints are political mistrust, lack of financial resources, weak mechanisms for
delegation and limited capacity.

In the sevan countries norms exist that specify some kind of requirament for CFD
for vocational teachears. However, these norm s are part of genaral lagislation that
applies to al teachers. In some countries this general legislative framawork is not
wiall adapted to specific features of the vocational education system . For example,
norms in Serbia require that all teachers should obtain a Master's degree, an
expactation thatis currently unrealistic for vocational teachers. In none of the seven
countries arae there norm s that defing an obligation or right to training for instructors
of practical trainars as opposad to "teachers of theory working in wocational schoaols.
Feform of legislation and norms is complex and slow, and is commonly regarded as
a constraint that delays or frustrates innovation.

14lkanm, Bosnia and Hemegovira, Fosowa*®, the former Yugoslay Be public of Macedonia, Maortenegr, Serbie and Turkey.
*This desigration s without prejudice to the positions onstatus, and i3 0 linewith UMNSCRE 124401959 and the 12 Opinionon the Fosow Declamtion
of Independence, hersinafter 'Kosown'.

2 Dowwnlboad from: v etf europa eufwe b neffpagesipublications _catalogue
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Strategies for and implementation of CPD

Al sewvan countries have elaboratad strategies for CFD for wocational teachers.
Howevear, in general the national reports suggest that strategy is not formulatad
ina manner — sufficianthy realistic and consensual - that would enable it to drive
implementation. Strategies contain many desirable outcomes that have not been
fully tested for political and financial realism.

Frogress with respect to implemeantation is a matter for concern. In some countrias,
for example Bosnia and Herzegovina and Turkey, political differences have at times
delaved or diluted the formulation and agreement of overarching strategies®. In
other countrias, such as Serbia, Montenegro and Kosovo, despite action plans,
thare has been only limited improvement in the quality and quantity of CFD. Thara
are somea detailed plans, with outcomes, budgets and timetablas, which identify

the agreed responsibilities of different actors. However, there is a need to monitor
implementation and for feedback into annual action planning in the light of progress.
Implementation would be assistad by better coordination of the actions of all actors,
including agencies, departments and donors.

Quality assurance of CPD

Mational accreditation of CPD programmees is used fo quality assure but also to set
national priorities and to ration public funds. National accraditation systams are not
percatvad by Users to be very effective: they can act as a costly barrier to entry for
training providers in countries where there are relatively fow providers, and they
are not genarally judged to be a reliable guarantes of quality or relevance. In Serbia,
for example, the process of accreditation has resulted in long delays in the launch
of new provision. In genearal, quality assurance processes in relation to professional
desaloprment at school level are poorly developad . Schools and teachers are, for the
most part, consumers of CPD, but do not have much opportunity to shape, evaluate
o improve CFD. Teacher qualifications serve mainly as an initial requirement; they
are not used as a tool to assure or improve the guality of existing teachers. Fost-
graduate qualifications, particularly if they are modular and credit-based, could bea
used to incentrvise and quality assure professional development for vocational
teachers. Such an approach could healp to improve career opportunities for teachears
and to strengthen the partnership between higher education and schools,

Cutside of high-profile projects, quality assurance of CFD iz not, in general, fit for
purpose. This is because it is not closely linked to the intended impact on teaching
and learning, and is not informed by nesds, ressarch or outcomes. A key priority is
to enhance the role played by teachars and by schools in choosing and assigning
CPD and in monitoring its outcomes.

Funding of CPD

Thea research was not able to clearly identify cither plannad or actual spending on
CFD forwocational teachears across theWestern Balkan and Turkey region. Data is not
disaggregated, so funding for CFD for vocational teachers cannot be separated from
that for secondary or elementary teachers. Donorfundaed programmes make

Up a significant proportion of all provision, but donor spending is not usually

aggregated. It is desirable that both budgets and spending on CPD are reportad claarky

and that changes can be monitorad, as envisaged, for example, by the Education and
Training 20200ET 2020) targets.
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In Serbia and Montenegro there is provision for the delegation of funding for CPD to
municipal authorities, and in Turkey o provincial authorities as well as institutions.
Howewver, itis repartad that in Sarbia and Montenegro these mechanisms do not
permit municipalities to exercise a coordinating function.

Teachers themselves confribute to the direct and indirect costs of their CPD,
particularly in Kosowo and Albania. Teachers are more likely to contribute to the costs
of CRD programmes that result in formal qualifications.

Providers of CPD

Frofessional developmeant programmes in theWestarn Balkan and Turkey region are
deliverad according to different models:

« commissionsd” by public agencias from independant providers;
designed and delivered by public agencies;

designed and provided by international donors of non-governmental
organisations (NGOs);

« offered by training providers without public commissioning or accreditation;
jointhy designed and delverad.

Tharg is evidence that the commissioning model has increased the diversity and
wvolume of provision in those countries where it operates. In Bosnia and Herzegovina
and &lbania therais no functioning commissioning model, with the result that
provision s mostly limited to donorfunded programmes. The greatest weakness

of the commissioning modal is that, in practice, it does not adequately incantivise
potential providers to deselop their owin capacity to invest in dasigning high-quality
programmes of professional development.

In Montenegro, Albania, the formeryugoslay Bepublic of Wacedonia and Kosowo
most CFD for wocational teachersis funded and designed through international
projects, in partnership with local agencies. Such projects are also important

in Serbia and Turkey. Project-driven CPD, whether national or international, can
bewell focused, responsive and timely, but scope and participation are usually
selective, and generous funding and ad hoe organisation may distort the long-
term development of local provision. The challenge here is to design projects,
whether national or international, which contribute over time to an increasinghy
comprehensive and cohearent prowision.

MNGOs, profit and non-profit based, make an important confribution to the provision
of CPD for vocational teachers across the region Wealthy national education
foundations are particularly significant in Turkey. Universities make little contribution
to CPD for vocational teachers except in Turkey, although there are some

rogrammes in Kosovo and Serbia.
Prog In general across the

In general across the region, except in Turkey, there are insufficient organisations region, except in Turkey;

that provide ongoing CPD for vocational teachers and trainers. In Turkey mamy there are insufficient

businesses, universities and other organisations have been organised and organisations that

incentivised so that they are ready to provide various forms of CPD. Elsewhere, the provide ongoing CPD for

loww level of provision of specialist CFD for teachers and trainers is a result of: vocational teachers and
trainers.

lack of incentives (fundingl, making it unattractive for potential providers,

+  barriers to entry, such as the high cost and bursaucracy, which discourage
organisations from offering their services;






lack of an effectivae system for signalling training opportunities o providers and
then signalling the offer to users;

lack of capacity: potential providers lack the pedagogical, business and technical
skills required to successfully offer training;

small and fragmented potential demand for CFD; for example, there are only
700 vocational teachars in Albania across all profiles.

School-based CPD

School-based professional development in the region is relativaly underdeveloped.

In most countries, national policy implies that the school takes responsibility for
identifying fraining needs, butnot for meeting them. Provision of CFD depends

on the ability of tha principal and the schoaol to obtain what is offered from national
agencies or through networks and local contacts. SchoolHevel or individual planning
for professional development doss not greathy influence prowvision. The survey data
suggests that participation in on-site professional development for wocational teachers
is as frequent as off-site professional development across the region. In Serbia the
amount of school-based provision is particularty high . Despite the high volume of CFD
delivarad in schools, the role of wocational schools in the idenfification, planning and
provision of CPD s constrained by lack of capacity and budget,

The survey suggests that a significant minority (32 %) of vocational teachers across
tha region have not benefited from a formal induction programme, with relatiealy
low participation in Albania and Kosovo. MWeantoring is a formal requiremeant for
beginning teachearsin all countries in the region except Albania and some parts of
Bosnia and Harzegovina . Howewer, the survey reveals that on average, only 15% of
wvocational teachers in the region currenthy have mentors, and that many teachears
have naver receivad mantoring . Analysis suggests that 34% of baginning teachers
currenthy on teaching practice or probation do not have mentors. Deficiencies in the
supply and performancs of mentors result from lack of incentives and training, and a
fallure to recognise this function within job descriptions.

Tha majority of teachers across the region are receiving feedback following direct
chservation of their teaching, in most cases (8% of all teachers in the redgion)

by the school principal or school managers; however, 28% of teachers said that
thay had never received such feedback Whers teachers did obtain feedback, this
had a positive impact on their confidence, teaching practice, job satisfaction and
miotivation,

Participation in CPFD

Crerall, 68% of wocational teachers in the region participatad in any kind of in-
service training events, 432% in conferences or seminars, 28% in observation
wisits to other schocls and 44% in training in businesses. Serbia and Montenegro
have non-participation levels not far off the OECD averages measurad through the
Teaching and Learning International Survey (TALIS = 10-15% non-participation).

In contrast, in Bosnia and Herzegovina, Kosowo and Albania mora than one third
of wocational teachers did not participate in any Kind of CFD in the presious year,
Farticipation in CFD addrassing the teachers’ wocational specialism is markedly
lowar, at 38% for the regional sample. Itis also clear that, except in Turkey,

tha predominant mode of CFD is formal seminars or workshops rather than
conferences, obsenvation visits or training on business premises.

Analysis of the number of days of profassional devaeloprment (as opposed to the rate
of parficipation! suggests that in Kosowo and Albania the relatively small share of

66

In most countries, national
policy implies that the
school takes responsibility
for identifying training
needs, but not for meeting

Y






teachers who access professional development obtain a relatively large number of
days. Serbia, Fosovo and Turkey dealiver relatively high average volumes of in-service
training froughly 50% of teachers obtain mora than 30 hours over 17 months) In
Turkey 49% of teachers access an average of 27 days of training in businesses,

Thea survey also shows that most training in the region takes the form of relathvaly
short training events. Some 59% of vocational teachers report that they sometimes
participate in events lasting ong or two consecutive days, but only 28% report that
thay sometimeas participate in events with a particular focus that are spread fwith
intervals! over several months. However, research suggests that CFD is likely to

be most effectiveifitis axtended over a number of months (Stanlgy, 20161 Most,
though not all, CFD uses modern methods: fewer than one third of teachers report
that the CFD they are offered ignores ‘modern methods’ such as active learning and
use of new technologias.

Crigrall, 35% of respondents report that they participate in individual or collaborative
research; howewvar, this research doas not seam to be used to improve teaching and
learning. Some 40% of vocational teachers in the region arewaorking in isolation,
thay do not collaborate professionally with colleagues in their own schools, so they
nei ther benafit from others nor support them. Frofessional networks, whether face
to face or onling, represent an efficient way for teachers to leam and collaborate to
improwve theair teaching. The survey suggests that more than twio-thirds of teachears
in the region are not collaborating in any formal way with colleaguas outside of their
institutions.

Professional development needs

The survey provides evidence of a percened unmet need for professional
desaloprment. Approximately 5B0% of teachears in the region report gaps in training in
relation to special needs, multi-cultural education, cross-occupational competences,
neww technologies and carears teaching. Absence of relevant training provision
generally is reportad to be a barrier to participation by 59% of all respondents.

Aeoross the region, many teachers lack adequate experiencs or qualifications. In
Turkey, Sarbia and Montenegro mora than a fifth of vocational teachars hawve
nowork experience inindustry. In Serbia, Albania, Bosnia and Herzegovina and
Montenegro the majority of vocational teachars report that they have no pedagogical
of mathodological training for at least some of the subjects they are teaching.

Al of the countries report that they have methods to identify the training needs of
teachers. In MWontenegro, the former Yugoslaw Republic of Wacedonia and Serbia
schools are expected toressarch training needs and generate tfraining plans. In
Turkey a national training-needs analysis is camied out by the Directorate General for
Teacher Training iDGTT), the ministerial department responsible for teacher training,
through the applications that teachers make for training.

However, thera is little evidence that the national training offered for wocational
teachers is developed in the light of information collected from schools. Mational
reform policies and the availability of donor funding influance the priorities for
training.

Frofessional standards for teachers have been developed in Serbia, Kosovo, the
former Yugoslay Republic of Macedonia, Bosnia and Herzegovina, Turkey and
Fosowo, but they are notyet being used much, if at all, to shape CFD.
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Recording and recognition of CPD

Whera norms or licensing processeas require that vocational teachers undartake
professional development, teachers record their CPFD. However, this data is not
gathered togeather to create a systematic database. InTurkey the DGTT collects data
and publishes tables showing the number of events and the number of participants
in those events that it provides. However, the data does not fully disaggregate
wvocational from other teachers. In Montenegro teachars are required to kesp
portfolios to record the training they have had, but it is not clear how extensively this
happensin practice.

In Kosowo, Serbia, Montenegro and the formearyugosiay Republic of Macedonia
thare is a system of teacher ralicensing that sets performance requiremeants for
teachers. Teachars in these countries are required to obtain a number of hours of
CPD cver a specified number of years. The total hours required are relatively low, but
in these countries the availability of accredited, creditbearing CPD s also low. As a
result, the system encourages teachers to participate in amy CPD in ordear to obtain
tha necessary cradits rather than to seak out CFD which iz most appropriate to their
neads. In practice, these licensing requirements cannot be fully enforced due to
insufficient CPD baing offered or salary incremeants not being available.

In Serbia, Bosnia and Harzegoving, Kosovo and Albania participation in CFD is linked
to eligibility for progress on the career ladder, thatis, the acquisition of "titles” While
this systern is said to motivate some teachers, othars question whether credits

will actually lead to career advancement or, indeed, whether career advancement is
wiorth pursuing, given that it sometimes amounts only to a formal change of status.

Mational regulators use accreditation systems to assess whether CPD programmes
should carry credits. This approach does help to exclude poor-quality training and

to set priorities. However, the regulatory process can act o deter providers, add

to costs and delay responsivenass. InTurkey, by contrast, the relevant ministarial
department establishes protocols with training providers that grant funding for large-
scale national training programmes for teachers, an approach that is flexible and
pragmatic, if somaewhat centralised.

Mostly, teachertraining programmes do not result in formal qualifications
iparticipants usually obtain a certificate of participation), despite the fact that therg is
a growing expectation that teachers should obtain a Waster's qualification. Howewer,
13% of teachers across the region are participating in CFD activities that resultin
formal academic qualifications.

Training of company trainers

TheVWestarn Balkan region suffers from a separation between training and working.
Tharg is a weak training culture in busingss and a low profile for trainers in business.
Thare is little regulation, formal recognition or suppaort from the state, tradea unions,
professional associations or employver associations. Likewise, the professional
devalopment of teachers and instructors wiorking in the education and fraining
systam is, toa large part, isolated from practicein business. The provision of CRD
for vocational teachers and trainers is dominated by educational specialists and is
usually regulated by public agencies whose main concern and expeartise relates

to general education, although some donorlad projects have broughtin specialist
wvocational trainers. In Turkey the status and practice of company training is stronger
and companias maka a much greater contribution to the training of teachers.
MNewvarthelass, even in Turkey the role and status of compary trainers is not strongly
desvalopead.

11






Conclusions

In summary, the CFD of vacational teachers tunlike that of company trainers) has a
high profile in policy making, and we find evidence in all the counfries of both valued
CPD programmes and a commitment by policy makers to improve somea of the main
elements of the CFD system. Raw participation rates in the highest-performing
countries in the region are above EU averages, although the average number of
hours per teacher is relatively low, Howevear, there are systemic dysfunctions (e.g.
with respect to licensing), as well as missing system elaments {e.g. use of neads
analysis). There are substantial issues around the quality and relevance of provision,
as wiell asa lack of data and an overdgpendence on formal modes of training. 45 a
result, there is a loss of efficiency and efficacy.

On the positive side, there are many teachers whao have an intrinsic commitmeant to
improving their teaching through CFD. A climate of educational reform, a high policy
profile, new information technologies, genarous donor funding and international
exchange of practice all support and inform improvemeant. The challenge faced in all
countries is to reenginear key CPD system elemeants, such as the contribution of
schools, businesses and local authorities, and to empower the teaching profession
inits owin development, while coordinating the CFD system with the changing
educational and social emvironment.

In general, long-term prograss is likely to be linked to decentralisation, in which tha
central state empowers and regulates actors rather than provides and assigns CFD.
iZnhy in this way can professional development be closaly related to training neads,
to improvements in teaching and learning, and to bettar outcomes for students

and employers. However, at this ime the state remains the key agent for change
through its control of resources, its regulatory powers and its prestige. A kay
challenge is for the state towork in partnership with other actors so that, in time,
thay become capabla and motivated to take on responsibilities or functions that are
currently absent or deficiant.
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INTRODUCTION

This study is concerned with examining the provision of CPD for vocational
teachers and trainers across the seven countries that make up the Western
Balkan and Tutcey region. It aims to inform policy makers and responsible
agencies about the extent and character of provision, but also to rewveal how
this provision is shaped and contextualised by the regulations and institutions
that underpin it in gach country.

The research was shaped by prior research in this field ICFGHE, 2013), but also
by the ETF'S Fosition Faper on CFD which, drawing on the relevant litara ture,
articulates tha key building blocks required for an effective and efficient system of
CPD [Stanley, 2016, p. 26,

Following a description of the research methodology (Chapter 1), the report
describes the wocational teacher workforce surveyed in the seven countries
iChapter 21, It then describes the normative and institutional framework or systam
within which CPD iz genarated: governance (Chapter 3, palicy and strategy
{Chaptar 4), funding {Chapter &) and the processes of quality assuranca and
regulation {Chapter 5], models of provision (Chapter 71 and the role of vocational
schools (Chapter 8]

Tha next threae chaptars examine in detail the practice and outcomes of CPD:
participation in CPD {Chapter 9), professional development needs (Chapter 10, and
the recognition and recording of CFD (Chaptear 117

A short chapter on companmy-based trainers sets out some modest findings in this
area, a field that desarves further research (Chapter 12).
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1. METHODOLOGY

This report draws on seven reports that were produced by the ETE during the
spring and summer of 2015, The research in the seven countries followed a
commaon methodology that included interviews with key stakeholders and a
survey of teachers and other educational staff involved in vocational education.
Az shown in Table 1.1, the survey methodol ogy followed in each country waried in
its detail, owing in part to each country's size and institutional arrangemeants. The
sunveys were conductad in partnership with national authorities The overarching
philosophy was to encourage a uniform method, but to permit diverse approaches
if that was strongly desired, subject to the constraint that a reasonably raliable
samplewas generated and that the methodology was transparent. It follows that
tha representativengss of the survey at both national and regional level must be
intarprated with cara

Toble 1.1: Metadaota for the survey

FCiRmAER
BOSHLE AR TLCSCSLAN
ALBAMIL HERZEG OWVIMA, REPLIBLIC OF [Anj et el M OMTEMESRD SERBL2
A CEC O A
il ViET e o 700 900 4 265 2 700 1 000 24 263
fapprosirmate |
Total YET schools 125 (FEH])
{public) 4z 14 (RS) e b3 = ®e
Lemlians b sefiosls 262 Mat kniown 4 265 1080 1000 1020
targeted
Schoolz included in z4 [FEH)
suney 12 14 [RS) axcs 12 21 24
s 229 167 488 250 296 585
s ponses
=570 [ a7% Mot knowen 1% 23% 0% 57%
reltion to sample
Fandom Fandorm Census Fandom Census Al zchools
zelection of selection of selection from stratified
Sarmpli zchools from achools from from st ratified frarme of local
g stratified stratified trame of local autharities
frame of local frarre of local authorities
authorities authorities
Tirme 25 Pl Ep—lune Pl Ey—lure Plar—July Pulz—luly Pulzy—lune Pulzy—lune

Mote: FEH - Fedemtionof Bosnie and Hermegoving; RS — Republika Srpala

A layered approach to sampling was used in Albania in order to balance convenience
and representativenass. Initially, 20 schools were selectad by the research team and
tha responsible ministry in order to include represantation from the main regions
and vocational sectors, but also toincude schools of different sizes across Albania.
Finally, 12 schools were randomly selectad from the sampling frame of 20 schools
ikaonini, 2018, Annexes) The survey was paparbasad.
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In Bosnia and Herzegoving a sampling frame was created comprising three athnically
and religiously diverse cantons from the Federation (Zenica-Dobo), Herzegovina-
Meretva Wiest Harzegovina) together with Briko District and Republika Srpska. The
frame is intended to combing representativenaess and convenience. Schools weare
randomly selactad from across the cantons. All surveys wara onling.

In Kosowo a random sample of 12 schools wera invited to participate in the surey,
& of which participated; 116 questionnaires were paper-based and the rest ware
online.

In the formeryugoslay Bepublic of Macedonia the survey was a census of all schools,
It wias entirely onling and was offerad in three languages.

In Montenegro the survey wias conductad as a census onling.

In Serbia a sample of 24 schools was selected to represent all & geographic regions,
all 14 vocational sectors (both mixed and specialist), and schools that serve both
singla and multiple municipaliies. The survey was conductad online.

In Turkey a clusterad sampling approach was followed . Seven provinces were
randomly selactad, onea from each ragion. This created a sampling frame of
213 schools. All of the teachers in these vocational schools were invited o
participate in tha onling survay

The surveys were supported by intendews with key stakeholders in cach of the
seven countries to collect contaxtual and qualitative data. Details of the intervisws

can be found in the seven national reports®,

Toble 1.2: Number of stakeholders interviewed by country (naticnal reports)

COLMTRY MURBER OF IMTERIEWW S
Albania =]
Bosnia and Hermegoving 2]
Kiozowo 1
Farmer Yugoslay Republic of Macedon iz 14
Montenegno 17
Sarbie 14
Turley 17

In addition, a literature review was conductad to document relevant published
sources for each country.

# Staleholders included ministries, agencies, principals, tade unions, trining organisations and professioral associations.
Download from: wwwetfeuropa eufweb, neffpagesfpublications _catalogus






2. THE EDUCATIONAL WORKFORCE?

The survey was mainky targeted at teachers, but other educational staff were
included. This section and the one following provide analysis of the full sample,
that is, all the respondeants.

2.1 Age of vocational teachers

Within theWestern Balkan and Turkey region, Turkey imean age 32 .3 years) and to a
lessar extent the former Yugoslay Bepublic of Wacedonia 141.5) have relativaly young
wiork forces, while Albania (48,21 and Serbia (45.7) have older workforces. In Sorbia a
relatively small proportion of vocational teachers is aged balow 300 Onby in Turkey
and the former Yugoslay Bepublic of Macedonia is the proportion of teachers aged
cver B0 less than the OBCD average of 36% (OECD, 2013).

Figure 2.1: Age composition of the vocational teacher workforce (%)

TR [N=2150] 14
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2.2 Length of teaching experience

Crizrall, the average number of yvears of teaching experisnce in the sample is 14 2,
comparad with 15 4 years across upper secondary schoolsin OECD countrias
WOECD, 2013 Turkish and Serbian wocational teachers have the most years of
teaching cxperience, and Albanian and MMontenagrin the least.

While 1in & of the sample across theregion is aged over B0, this does not demonstrate
that they are "burnt out’ or unable to profit from professional development. Research
into teacher effectivenass does suggest that older and more experienced teachears can
become resistant to change and o new methods, and that more tailored strategies

are required to renew their engagement in teaching . Hargreaves and Fullan {2012)
summarise research that shows that more expenenced teachers need to ba
empowierad in educational improvement and given appropriate rolas to play.
Differentiated professional development and differential career tracks can help.

5The survey aralysis makes use of non-weighted data when reporting on the results for the countries in the study When reporting on

the overall results, crozs-national weights are used to reflect the distribution of the target population in the\Western Ballkan and Turkey region.
The weighting for each country has besn caloulated in the fallowing two-step way: 1TWEIGHT = (number of VET teachers)fachieved sample see);
ZWETWEIGHT =WEIGHTrmean walue of WEIGHT.
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Figure 2.2: Composition of the workforce by yeors of teaching (%)

TR IN=2139] 25 28 ImmmEzmmmm—
RS [N=585] 20 [4l D nssmm
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KK [N=473] 27 L 8F mmew
ACIN=2481 [ 16 IS o
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Basze: all respondents (M=4 217), 2% missing responses

2.3 Experience in different schools

Teachers can broaden their experience by working in different schools. Across

the region 56% of the sample have worked for fiveyears or less in the current
school. In Turkey and Albania teachers are less likaly to have mora than 15 years’
expariance in thair current school . In Turkey this may be a consequeance of the

large number of younger teachers. In Serbia, in contrast, 3% of teachars have
worked in their current school for at least sixyears: teachears typically have axtansive
wiork exparienca in just ona institution. Such teachers are likely to hawve different
professional development neads from teachers who have worked in a variety of
different schoals.

Figure 2.3: Composition of the workforce by years of work in current school (5]

TR (N=2128) 63 2413
RS N=588] 22 4 mmmsrnn
WE IN=2851 31 3
MK M=474) 31 .87 32
X< M=245] 26 ST T
BA M=157] 25  [TAs T mmmzaen
AL IN=228] 40 4816

O-5years m&-15yeors  mMore than 15 years

Baze: all respondents (M=4 217), 2% missing responses
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In Serbia 78% of teachers
have worked in their
current school for at least
six years; such teachers
are likely to have different
professional development
needs from teachers who
have worked in a variety
of different schools.
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2.4 Work experience in the trade, profession or
industry of the vocational subject taught

Itis desirable that vocational teachers have first-hand experience of working in

tha profession or occupation that corresponds to the profile that they teach. High-
performing vocational education and training (WET) systems, such as thosein
Germarry and Finland, make professional work: experience a formal requiremeant

for vocational teachars. Across the sample, slightly fawar than half of vocational
teachers (48%) have more than threeyears” professional experience. However, this
exparience may be out of date or may not be closely connected to their teaching
subject. In Turkey, Serbia and Montenegro more than 20% of vocational teachers

have no professional expearience of waorking in the occupation that they are teaching.

Figure 2.4: Yecrs of work expetience in the trade, profession of indu sty cotresponding
to the vocotional subject taught (55)

TR (N=2040] 2 32 a0
RS M=564) 24 2 8
ME [N=2835) 2z 26 46
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ACN=247] 07 I s 2.
BAM=25 | 8 I s T—
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Baze: all respondents (N=4 217), 7% missing responses

2.5 Gender of vocational teachers

Although teaching in gensral is predominantly a famale profession in the region,
man are someawhat bettar represented in the vocational workforce . Across the
DECD females make up 57.4% of the upper secondary teacher workforce, By
contrast, women represent only 48% of the wvocational teacher workforce in the
Wastarn Balkans and Turkey., However, there continue to be considerable gender
differences between profilas.

Figure 2.5: Gender composition of the workforce (%)
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Baze: all respondents (M=4 217), 2% missing responses
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In Turkey, Serbia and
Montenegro more than
20% of vocationadl
teachers have no
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of professional work

in their profile. Such
deficiencies can be
targeted by professional
updating programmes or
placements in industry
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2.6 Profile of respondents

Role in school

Leoross the region, 84 % of respondents are teachers, 12% coordinators, technicians

or assistants, 3% head teachers or principals and 2% counsellors or pedagogical
advisors.

Figure 2.6: Role of respondents (%)
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Baze: all respondents (MN=4 217), 1% missing responses

Yocational sector or specialism

Aeoross the region, by far the most common vocational specialism of teachersis
anginaearing, followed By businessdaw and then information tachnology.

Figure 2.7: Workforce by specialism (35
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Baze: all respondents (MN=4 217)
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Some 50% of vocational
teachers across the
Western Balkan and
Turkey region specialise
in teaching engineering,
business studies or
information technology:
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2.7 Initial training of teachers
Somea 91 % of all respondents report that they hawve completaed initial training.

The percentage varies from 59% in Albania to 24 % in Turkey. However, this initial
training will often consist of a university degree in the subject that they teach. In Albania {20%}; Serbia
(44%) and Montenegro
(48%) fewer than 50% of
24 teachers receive training
in pedagogy relevant to
g4 85 .
77 any of the subjects they
74 74 teach.

ALM=227]  BAN=157] XIKIN=239 MICIN=474] ME [N=222] RS [M=585] TR N=2143]

Figure 2.8: Respondents by completion of initicl education or training (3]

Baze: all respondents (MN=4 217), 2% missing responses

Teachers were far more likely to say that they had recerved initial training in the
content of thair subjects than in pedagogy, that is, in meathodology or didactics. In
Albania (20%), Serbia (44%]) and Wontanegro 148%) fewer than B0% of teachers
have recerved training in pedagogy relevant to any of the subjects they teach. In
Turkey 124% ) and the former Yugoslaw Bepublic of Macedonia (88%), by cantrast,
tha majority of wocational teachers have received initial wocational training in
pedagogy for at least some of the subjects that they teach.

2.8 Quualifications of the workforce

In all countries almost 80% of the workforce say that they have at leasta
Bachelor's degrae. More than BO% of the workforce in Montenegro and Kosowo
report that they have a Master's degree. Montenegro and &lbania have a relativaly
large proportion of staff with onky an upper secondary school qualification (17 %),
Otherwise, the data suggests that the workforce is formally wiell qualified | It cannot
be concluded that higher qualifications always imply greater teacher competence:
in hontenegro, for example, despite the high number of teachars with Mastar's
degrees, B2 % of the workforce say that they lack relevant pedagogical preparation.

In addition, a substantial minority of teachers report that they are teaching some
subjects for which they have noinitial fraining: in Turkey 40% and in kKosowo 36%
of teachars say that they are untrained for all or some of the subjects they are
teaching .






Figure 2.9: Percentoge of respondents receiving formal initial training in the subjects
they teach (%)
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Baze: all respondents (MN=4 217), 5% missing responses

2.9 Employment status

Aeoross the region 87 % of respondents are employad full-time. Fart-time
amployment status can sometimes create obstacles to professional development.

Figure 2.10: Percentage of respondents working part-time o full-time (%4)
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Baze: all respondents (N=4 217), 2% missing responses

2.10 Membership of trade unions and professional
associctions

Some 89% of teachers in the region belong to trade unions. Membership is
particularly high in the former Yugoslay Republic of Macedonia (77%), Turkey
i71%) and Montenagro (71%) Membearship of professional associations varies: in
Bosnia and Herzegovina (63%), Serbia (45%) and Montenegro (40%) professional
associations have a significant presence.

Trade unions currently have a relatively modest role in the professional developrmeant
of wocational teachers, despite their large meaembership.

21






3. GOVERNANCE OF PROFESSIONAL

DEVELOPMENT

Itis a common themein all seven mapping reports that CFD is not sufficiently
tallored to the needs of vocational schools, teachers, trainers and the ultimate
beneficiaries. Across all seven countries CPD for vocational teachers is neglectad
in comparison to CFD for general teachers. This raises the question of whether the
institutional arrangemeants for governance are configurad in such a way as to bring
about responsivenass and parity of respect.

Wie can distinguish between strateqgic thigh-level policy and law making) and
executive governance (leadership and management) of professional development.
Exceptin Turkey and Kosovo, these twio functions are divided betwesn the ministry
and a specdialised public agency. In Turkey baoth responsibilities reside with the
Ministry of Education, and in Kosovo with the Ministry of Education, Science and
Taechnology. In Turkey one department within the ministry, the Directorate Ganearal
for Teacher Training (DGTT), has a planning and delivery function for all teacher
training . Howevear, the department with responsibility forVET, the Directorate
Genaral for Vocational Education and Training (DGYET), also functions as a
commissionar and a regulator of professional development for vocational teachears.
In Kosovo responsibility rests with the teachertraining division of the ministry. In
Serbia, the formervyugoslay Republic of Macedonia, Kosowvo and Albania therais

a specialised agency outside the ministry that governs and regulates professional
desalopment and exarcises other responsibilities for such matters as taxthooks,
curricula, recruitment, statistics and carears. However, the situation is dynamic. In
Albania responsibility for VET has recenthy passed from the Ministry of Education to
tha Ministry of Youth and Social Welfare, and it is planned that responsikility for CPD
for vocational teachers will be transfarred from the general Institute of Educational
Development to another agency,

In Albania and Serbia a single institution leither the ministry or an agency) has the
main responsibility for the governance of professional developmeant of vocational
teachears and the professional development of ather teachars®. In Montenagro
tharais a dedicatad Vocational Education Training Agency with responsibility for
tha professional development of vocational teachers along with curriculum and
quality assurance in WET This centre provides some spedialised CRD for wocational
teachers and isable to focus on the training needs of vocational teachers. In the
formerugosiay Republic of Macedonia responsibility for professional development
of wocational teachers is shared betweean the Centre forVocational Education and
Training and the Bureau for the Development of Education. The centrais dependent
on the burgau for funding. In Kosovo governance of CPD forvocational teachers is
largely but not entirely the responsibility of the agency for vocational education.

Other state agencies and ministerial departments also play a role in governance.

In the formear Yugoslay Bepublic of Macedonia, for exampla, the State Examination
Centre is one of the bodies that shares the authority to grant or refuse accraditation
to CPD programmes, and a similar function is performed in Kosovo by the State
Council for Teacher Licensing.
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CPD for general and
vocational education is
governed by the same
institution in Albaniq,
Serbia and Bosnia anc]
Herzegoving, while

in Turkey, the former
Yugoslay Republic

of Macedonia and
Montenegro a separate
institution governs CPD for
vocational education.
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® Howwenier, in Serbia the VET Centre s a distinctive department within the larger agency and the situation s changing in Albang.
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Toble 3.1: Distribution of govemonce functions for professional development of
vocational tecchers

STRATEGY A EXECUTWE STRATEGY ARD EXECUTINVE
FURCTIOMNS SEPARATE FUMCTIONS HIFIED
ZEMERAL ARD WOCATIONAL Montenegno, formerYugosky Tarfszie
CPD SERFARATE Fepublic of Macedonia, Fosow
FEMERAL ARD WO CATIOMAL Albania, ==rbie, Kosowo, Bosnia
CPD URIFIED ahd Herzegovira

Although there are alternative ways of structuring the governance of professional
devaloprment, itis desirabla (1) that there is an effective and compeatent public
authority that addresses strategy and oversess and drives implementation of
professional development; and (2] that governance is open to the contributions

of stakeholders and responsive to the neeads of the sector, that provision is
coordinated and that exparience and data are shared. Governance of professional
desaloprment can take the form of a spedialised, unified wocational education
agency with the expertise, information and resources to develop strategy and lead
implementation, and to link this activity to other developments in theVWET sector,
Wheara responsibilitias for professional developmeant are distributed across sevaral
ministarial departments, as in Turkey, it is necessary to coordina te provision and to
share information. Howeer, it is clear from the examples from Montenagro and the
former Yugoslay Bepublic of Wacedonia that the creation of a specialised agenay

iz not sufficient to ensure responsive provision of CPD for vocational teachars,
Whatawer the structure of institutions and the distribution of functions, itwill still bea
necessary to build consensus between different interests, to prioritize goals and to
mobilise resources and commitment to enable good governance,

Folitical will iswital both in the process of policy formation and in implementation.
The structure and functionality of institutions cannot compensate for the absence of
political will, although they can help to sustain and empower such will if it exists.

3.1 Decentradlisation

Aonumber of countries have decentralised profassional development, at least to
some degree. The raticnale iz that decentralized authorities will be better informed
and more attantive to the needs of the local providers and stakehclders than central
govarnment, and that thare is scope for improved efficiency by reducing travel

and local coordination. In Turkey, for example, provincial education directorates

are sometimes mandated to organise teacher training that has been planned and
programmed by the teachertraining division of the national ministry. They can also,
subject to approval from the same division, request funding to provide teacher
training in response to their own neeads analysis. Large municipalities, such as
Istanbul, sormetimes obtain permission to enter into partnerships with employers

or funding organisations to provide CPD, but only on a project-ty-project basis.
Discussions with stakehaoldars rewveal that municipalities and regional directorates
have limited authority to initiate CFD and no dedicated budget, although they report
that they are able to identify local nesds and local resources.

In Serbia there are 11 regional CPD centres, which are coordinated through a Metwork
of CFD Centres (a non-profit organisation).
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Thase centres can submit CPD programmes for accraditation and then offer tham
regionally; they also support school-to-school learming and offer advice on CFD.
Fegional centres in Serbia offer Bout of the 82 programmeas listed in the 201516

catalogue that are targeted at vocational secondary teachers and they implementad

2 outof the B7 programmeas that were actually deliverad. In Kosowo the municipalities Decentralisation is seen
have a responsibility for the suparvision and monitaring of profassional development, as a way to improve

the coordination of training providers, and funding. According to the Law on Education the provision of CPD in

in kunicipalities, the ministry decides the CFD budget on an annual basis based on the Western Balkan and
the proposals from municipalities and itz own budget ramework. Wunicipalities are Turkey region. However, in
required o draft the budget and plan CPD provision according to school demand and practice these benefits are

teachers’ needs. They should delegate the responsibility for the budget and finance to not fully realised.
theeducational and training institution s, according to the municipal formula specified

in the legislation. This formula allow s changes in appropriations if the numbear of

pupils changes during a fiscal vear, Municipalities should manage and supervise CFD

activities at municipal and school level and submit a report of activiies to the Ministry

of Education, Science and Technology annually. However, in practice there is little

delegation of budget, and decisions about the provision of CFD are taken at ministry
lenvel.

In Bosnia and Herzeg oving governance of professional developrmeant is highly
decentralized and somewhat improvised. The Department for Education within
tha Ministry of Civil Affairs is the nationaH eval authority responsible for education.
Each of the units (Republika Srpska, the 10 cantons in Federation of Bosnia and
Herzegowing, and Bréko District) has its own governance arrangements for CFD.
In two cantons within the Federation where pedagogical institutes have not been
established, the Ministry of Education of the respective canton undeartakes the
role that such an institute should fulfil. This configuration of governance leads to
inefficiency and poor provision of CPD: levels of participation are the worstin the
region, costs par unit are relathvaly high, provision is unsystematic and the offer is
poorhy communicated?.

Decentralisation of provision of CPD does take place, to some degrae, in Turkey, and
thare is evidence that it is effective at mobilising resources and matching needs.
Local donor projects have also demonstrated that localised projects can improve
matching and efficiency®. However, in Serkia and Kosovo curent arrangaments

for decentralisation do not function as intended, while Bosnia and Herzegovina
dermonstrates the dangers of uncoordinated, underresourced decentralisation. In
conclusion, decentralization has not contributed axtansively toimprovaements in the
provision of CFD in the region. Key constraints are political mistrust, lack of financial
resources and mechanisms, and limited human capacity.

3.2 Participation of stakeholders in the policy process

Farticipation of stakeholders in policy creation and implementation should serve

to ensure that policy is responsive and effective. The national reports show that
representatives of stakeholders participate in central processes of policy making and
that some representatives are consulted on strategy papers, included in relevant
work shops or represented in working groups in relation to professional development
for teachears.

Concerns were expressed that participation of schools in policy making is limited
toa small number of well-placed or high-status institutions. In genaral, thereisan
absence of representative mechanisms, for example associations of principals,

? Four of the ten cantons have total populstions below 100 000,
28 v budget demonstation project in Antalya, TED-VET, Eached 16 wocational schools and 304 teachers in 2016
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that might be able to represent the intarests of schools in a sustained and
comprehensive mannear. In Serbia, Montenegro and Albania it is reported that it
is difficult to engage employers in policy making in relation to the professional
development of vocational teachers.

In the formeryugoslay Republic of lacedonia, Montenagro and Serbia thera are
national councils for vocational education that include representatives of employers,
government, local authorities and trade unions®. Howeaver, these coundils have

not so far made a significant contribution to policy on professional development,
although Montenegro’s Mational Council for Education has a formal rolein
accraditing CPD programmes. In the formervYugoslay Republic of Macedonia therais
a Joint Frotocol for Collaboration with Social Partners in WET signad at national [ewel
by the Ministries of Education and Labour, trade unions and chambers of commerce,
and there are particular memoranda of coopearation betwesn universities, companias
and chambers. Howaver, the professional development of teachersis not a focus

for coopearation, although there has been collaboration within the scope of particular
projects.

Stakeholder participation could be facilitated through existing national councils

or through the establishment of an ongoing platform for policy development and
implermentation for the professional development of vocational teachers and
trainers. Such a platform would include key stakeholders, would be well informed
and wolld access appropriate expeartise as neadad . [twould ba able to promota
and shape new policies, champion and communicate new approaches, review and
monitor implemeantation, engage actors, and mobilise resources,

Donor and international organisations iG12, ETF, EU Delegations, Swiss Agency for
Devalopment and Coopaeration, kKulturkKontakt, World Banl, USAID) hawve access to
policy makers and exert influence through dialogue . Some work force policies are
promoted in the region by donors; for example, the policy of relicensing teachers
has beon supported by the\World Bank in Kosovo and by USAID in the former
YUgoslay Republic of Macedonia. In Albania a permanent working group of donaors,
international partners, ministry and national agency representatives mests o
communicate and coordinate policy development. In the smaller countries in the
region, CFD for wocational teachers is, for the most part, provided through projects
supported by donors. This implies that policy development in this field is closaly
associated with large or smallkscale devel opment projects and, consaguenthy,
with corresponding funding and accountability processes. The challenge is to
intagrate the policies and programmes generated by foraign aid and expertise and
international policy platforms® with the long-term development of national policy-
making processeas and platforms, national institutions and national stakeholder
engagement.

Engagement of stakeholders in policy making has to be sustained . Itis

reported across the region that stakeholders have bacome seeptical about the
implementation of strategies because in the past, strategies have bean publishad
and never implemeanted. Reduced expectations may be combatted, for axample, by
empowering stakeholders in the implementation and monitoring of policy.
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Across the Western
Balkan and Turkey region
there is no ongoing
national platform for
policy development and
implementation on the
professional development
of vocational teachers
and trainers. However,

in Montenegro the 2014
Strategy for Teacher
Development called

for the setting up of a
‘Coordination Body' to
analyse the results of
reform implementation
and research with
respect to professional
development, while the
latest Teacher Strategy
(2017) in Turkey requires
the establishment of @
Teacher Training Working
Group in which all
relevant stakeholders are

represented

#|n Zarbia the national council iz the Council for Yocational and Adult Education, in the former Yugoskey Republic of Macedonia the VET Council,

and in Montenegro the Mational Education Council.
P An example iz the Riga conclusions.






3.3 Recommendations
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Thera should be an affective and competent public authority that addresses
strategy and overseas and drives implementation of CPD for wocational teachears.

Governance of CFD should open to the contributions of stakeholders and
responsive to the needs of the sectar, for example, through an ongoing platform
for policy development and implementation in relation to the professional
development of vocational teachers and trainars.,

Governance should ensure that there is coordination between different kinds of
provision, including provision aimed at ‘general teachers” and that administrative
data and evaluations are shared.

Measures taken to decentralise governance of CPD should be reviswied and
action taken to ensure that support, capacity, systems and resources arg in
place to make decentralisation effective.






4, POLICY AND LEGISLATION

4.1 Legislative framework for CPD for vocational
teachers in the Western Balkans and Turkey

In all seven countries norms exist that specify some reguirament for CFPD for
teachers. Howevear, these norms are part of general legislation that applies to al
teachers. In some countries this general legislative framawork s not well a dapted
to specific features of the wocational education system. For example, norms in
Serbia require that all teachers should obtain a Master's degree, an axpectation
that is cumently unrealistic for vocational teachers. In Montenegro regulations anly
recognise formal training events as constituting CFD; placements inindustry, for
sxample, cannot be formally recognised as CFD. In none of the seven countries arg
thare norms that defing an obligation or a right to training for instructors or practical
trainers as opposed to teachers of theory” working in vocational schools, Reform
of legislation and norms is complax and slow, and is commonly regarded as a
constraint that delays or frustrates innovation.

Toble 4.1: Summaty of legislative frameworks across the Western Balkan and Turkey region

OOURTRY 1 IR RECIIIRERERT
Albania Guidkelines state that there may be a mnge of Thres days (18 baurs) of training for all teachers s compulsary and
professional development progammes (fWinistre of iz ievared with one credit. The credits are inked to adwance ment
Education and Sport, 2015]. thraugh professional titkes, but not ta salary. |n practice, the
recjuine ment for three days' taining 15 ot enfonced.
Bosnia and There iz anoverall legal obligation acconding to the Mo clearky defired wolurme of CPD s required at national evel,
Herzegovina Frarmework Lawe Teacher licensing has besn abandored. although the Redagogic Standands and MNorms (2013) prescribes

Former Yugoslay

Draft Eegislation sets out the caresr levels and core

that teachers should spend one hour perwesk on CPDL In
Fepublila Srpska thers i3 a requirement of three days peryear.

Al teachers are required to deviote at least 40 hours to CPD in the

Republic of competences of all teachers. The Law on the Academy course of three schoolyears, of which at keast 20 hours should
Macedonia for Teachers regubtes licensing, recruitment and initial ollow accredited tmining progmmmes. Annualbl;, each teacher
teacher trmining. should spend at keast 13-14 hours in CPD, of which 6-7 hours

should be on accredited tmining programmes =

Fosouo Lz and Administrative |nstructions require CRD. All teachers (younger than 51 years) are obliged to @Ericipate
Providers of CPD must be accredited. in CPD as part of the licensing system. Each of these teachers

zhould complete 100 hours of tmining everny five years, at least 0
houra of which are 'bazic progammes’

Montenegro There s a legal ohlgation far CPD. CPD s a requirement Each vocatioral teacher shoukd have 40 haurs of training ocver fiee
for relicensing. vears, by attending at least 16 hours of teining from priority areas,

A hours of electre training and 16 hours of training relating ta
redagog ic- peychologica l-met hodical (PP competences for those
teachers wha did not gain a qualification for PPM during inital
teacher itertiary) education.

Serha There s a legal ohligation (Law on Foundations of Teachers must undertaks CPD in ander to acouire the paints
Education System). The Regulation (2015) makes CPD recessany to mest relicensing reguirements: 120 hours of CPD
rranclatory. ey fiie years.

There are Competence Standands (20711) for all teachers.
Turkey Art. 48 of the Matioral Education Basic Aot regulates The rew Teacher Stategy Document (approved 201 7)1 does not

provision of professional devebprment. However, there
is no requirerment or right to professional development.

Source: Matioral reports and relevant ministries

ckefing a minimal regquirement for CPD. The stretegy includes the
promction of school-based rmodels of CPD and improved teacher
performance appraizal.

T Frorm beginning of 2017 the teachers will be reguired to carmy out B0 hours of professioral developrment, 20 howrs of which will be participation
in accredted tmining progammes and 20 hours participation in priorty programmes assigned by the minster (ses Article 26).
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4.2 Development of strategies for CPD for
vocational teachers

Al seven countries have elaborated strategies. However, in general the national
reports suggest that the strategies are not formulated in an appropriately realistic

or consensual manner for the purposes of implameantation . As shown in Table 4.2,
stratagies are often composed of desirable outcomes that have not baen fully tested
for political and financial realism .

Frogress on implementation is a matter of concamn. In some countries, for eample
Bosnia and Harzegovina and Turkey, political differences have delayaed or diluted the
formulation and agresment of averarching strategies™. In othears, such as Serbia,
Montenegro and Kosovo, despite the action plans, thers hawe baan only limited
improvemsnts to the quality and quantity of CFD. Thare are some detailed plans,
with outcomes, budgets and timetables, which identify the agread responsibilities
of different actors. Howewer, thare is a need to monitor implementation and feed
back into annual action planning in the light of progress and to coordinate the actions
of donors so that they are complementary. InAlbania and Serbia the EU's Budget
Support financing modeal offers a mechanism intendead to enable governments o
intagrate EU, international and national actions. Howewer, the current gaps betwasan
strategy and implementation suggest that countries may benafit from suppaort and
assistance in the areas of action planning, review and programme deliveny.

4.3 Recommendations
Legislation should take account of the distinctive character of wocational
teachars and their davelopment neads.
Legislation and strategies should be realistic and permit appropria te flexbility,

Countries should be offered capacity building and assistance in action planning,
rmonitoring and review.
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All seven countries have
elaborated strategies.
However, in general the
national reports suggest
that that strategy is

not formulated in an
appropriately realistic
or consensual manner
so that it can drive
implementation.

9

E Delys may last seveml vears. However, subsequenth, a stategy may be agreed, as forexmmple has happened with the Matiomal

Teacher Strategy (200 7=23) in Turkey:
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Toble 4.2: Summoary of strategies for CPD for vocational teachers ond trainers in the Western Balkons ond Turkey

COUMTRY
Albania

Boznia and
Hemzegovina

Fosouo

Farmer
Yugnslay
Fepuhblic ot
Macedonia

Montenegro

Serbi

STRATE G

Mational Stategy for Employmeant and Skills 2014-20 addresses

recrutment and improved competences for vocational teachers and

inatructors:

+  rational plan for selection and recrutment with projection of 5-10
vears, reflecting redistribution of profiles and offers;

» oompetence-based carser progression for male and Emele teachers;

+  legal recognition of teaching profession;

+ retworks and onling materials also addressing inclusion and gender
BaU2s)

+ pedagogical training.

There iz currently no strategy for CPD. Howener, the Mational Agency for
Education (APCS0) iz sesking to denelop a strategy

Fiozowo Education Strateqic Plan (Z011-16) aims to

improve in-senvice teacher develbprment.

Mational Developrment Strategy 2016-21 addresses:

»  opemtionalization of licensing;

v links between education and work;

+ promotion of information and communication technology (ICT iR
education;

»  retm@ining of teachers.

WET Strategy 2020 (201E) calls far:

»  training for teachers in companies;

»  mevizion of support for teachers and tminers;

»  suppornt for new pedagogies and collboration with business.

[Draft) Comprehensive Education Stategy 20716-20 calls for:

»improvement of all teachers' professional competences and
rmotivation;

»improved competences of principals of vocational schools;

+  education and tmining acocompanied by support to promote guality.

Maonteregr's WET Strategy #015-20 dentifies the tmining of teachers

and staff and incompany tairers as priorties. 1 includes:

» developmernt of CPD models for teachers, and training modules for
the denelopment of specific subject-relted skills;

» training of ircompary trainers and teachers to update their
knowledae;

» development of a sustainable firancing system for CPD;

» encoumgement of comparn-based taining;

» encoumgermrent of school-based training;

» encouagerment of the establishrment of teachers' assocations 1o
suppart training for each group of teachers delvering the same or
sirnilar VET subjects.

Monteregm's Teacher Strategy 2017-24 (2016) calls for improved funding,

monitaring, busingss links, school-level coordination and responsnensss
to needs.

Strategy for the Development of Education in Serbia 2020+ (2012) and

Action Plan includes:

+  CPD through accredited programmes;

+  professioral achancement bazed on the evaluation of teaching
cjuality;

+  scentificand professional mseanch in didactics through
interdisciplirary ressarch centres for skills development, including
practical work by teachers in theironginal vocations, organized in
companies or institutions;

+ teacher skills development progemimes to increase their
competenaes in inspiring creativity, innovation and entrepreneurship
in pupils;

+  training of all teachers to use ICT in their teaching and in their
preparation for teaching;

¢ aaystem of measurement of effects of skills deelopment basedona

previousby agreed miethockalogy;
+asystem of tmining for teachers to enabk them to use the carser
auidance and counselling system in secondary vocational education.

INWAPLERAE MTATICI

Foad Map for Hurman Resounces 2015-20 (2016)
proposes a mechanism for in-semvice pecagogical
training. Piloting of mechanism 201516 is under
way, Filoting of school units to direct and provide
CPD s under vy,

Little progreas has been made betwesn 2014
and 2N 6. Currenthy AP 0S50 and two cantons
are cooperating to develop accreditation for CPD
programmes.

Since 2008 oyer 22 000 teachers have been
licenzed. Inspection cantres are in place in

zeven regions to run the database for licensing.

In total there are 21 accredited teachert@ining
programmes. Since 2011 there haz been a catalbgue
of programmes and providers, CPD centres bave
been establizhed in Z2 municipalities, sach with a
CPD plan. Trmining has been provided for teachers,
facilitators and school board members to equip
them to denelop professional develbprment plans for
schools.

An fction Flan in the stetegy document sets out
tirmetahles, budgets, responsibilities and concrete
IMEASUNES.

Anannual Action Plan is in place for 2007 The
ministry i3 revising reguletions on professional
progression and leensing. & teacher plhoement
prograrmme (2016-171 has been piloted,

The Action Plan calls for:

»  the reorggnisation of the syastem of professional
teacher support (by December 2016);

»  the elbomtion of all the comporents of the
CPD and professional advancement of teachers
by December 2017,

+  the establizshmernt of sustairable models of
financing for CPD.
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COUMTRY
Turkey

30

STRATE G

Ministry of Mational Education's Stretegic Pln 201519 calls for:

»  more and betterguelity distance learning for teachers;

generl and special gualifications for teachers;

+  achookbased CPD for vocational teachers;

+ developmeant of in-service trining pans,

Mlinistry of Mational Education's Vocational and Technical Education

Strategy for 2014-18 calls for:

+ applied tmining in businesses for wocational teachers;

+ mestructuring of CPD provision;

+  busiresses to provide treining for workshop and laborstonye
instructors;

+  CPDto be delivered in accondance with national and local needs
aralysis.

IF& I = Indicative Strategy Paper for Turkey (200 420 includes:

+  establishing a new model for the professional development and
aszesament of teachers and tminers;

v improving cooperation betwesn teacher (and tainer ) t@ining
inatitutions and other educational actors to support pre-service and
n-s2rvice trining for teachers and tainers;

+  supporting the establishment of taining centres of excelience for
vocational teachers and trainers;

+ supporting [CTbased services, including web-based guidance
and counselling, e-learning, distance lsarning and maobike learming
SEMVICES,

Teacher Strategy Paper (2017-22) has a focus o

 recruittment to initial teacher tmining;

+ performance evaluation and competence testing;

+  achoolbased coordination of CPD.

INWAPLERAE MTATICIN

Gerericteachers' competences have already been
develped, az well as two profiles tor wocational
teachers (IOYET project).

Teacher trmining has been delvered using public
programmes and through projects; some of this
trining iz relevant to the stategies defined.
Examples include:

v Skills 10,

+  Entreprereurship Development Protocol.






3. FUNDING

The EL's EQAVET Framework!? proposes that total spending on CPD should be an
indicator for the quality of provision. However, the mapping carried out did not reveal
the level of funding for CPD for vocational teachers in the countries targeted, making it
difficult to apply this indicator. In all the countries except Montenagro thera s a single
budget for professional development for alf teachers {or for all secondary teachers). It
iz not clear how much of this budget is intended for the CFD of vocational teachears as
opposad to other teachers, nor is it reported what the spending outcomes are.

In Albania, Montenegro, the formerfugoslay Fepublic of Macedonia, Kosowo and
Bosnia and Harregovina it appears that much of the funding for CFD for vocational
teachers comes from international donor arganisations. In Turkey additional spending
on CRD for wocational teachers, over and abowve general spending for all secondary
teachers, is substantial and is channelled through the ministarial departmeant
responsible for VET, DGYET. It is not clear how much of this funding is attributakle to
the public sector and how much is sourced from national and international partners.

In all seven countries international funding makes a significant contribution to total
resources for professional development of wocational teachers Where Instrument
for Pre-accession Assistance (IFA) funding is invaolved, there is a correspaonding
budgeting, planning and monitoring process. However, this has notyet led to
consolidated budgeting, planning and maonitoring of spending on professional
desaloprment for vocational teachers.

In Kosowo and Sarbia therais a legal basis for the delegation of funds to municipal

authorities with respact to CPD. Further, tharais a defined process by which

municipal authorities should work in partnarship to agres pricrities for CFCrand to

fund them. In practice, the mechanisms for financial delegation do not appear to

work well and so local powers 1o coordinate CFD cannot be axercised. In Turkey the

provincial authorities do fund and organise a large proportion of CPD. Howevear, they

are constrainad by national norms: for example, trainers’ fees are sat below market

rates, which reduces quality and discourages local initiativas. ‘ '
In all countries a proportion of teachers report that they contribute some or all of

tha costs or expenses of thair awn training programmes. Contributors are relatively

significant in Kosowvo (43% of teachers! and Albania 149%), though much less soin Teachers are reacly to

Turkey (16%) and Serbia (21%). These proportions rise if we consider only those contribute to the cost
taachers who have participated in programmes that rasult in formal qualifications: of their training and
Albania (81%!), Kosovo {70%), Turkey (28%) and Serbia [43%). This suggests that they particularly value
teachers are ready to contribute to the cost of their training and that they particularly programmes that lead to
value programmes that lead to formal qualifications. formal qualifications.

9

T Riga Monitoring for 201520 requires paticipants to indicate the relative (%) change of budget (if any) for implementation of the policy
in the reporting period compared to the previous reparting or financiall year, This could include regular (annual) budget appropriations,
nczntives lincluding performance-based funding amangements) or pilot project money ifor example, ESIE Emsmus+).
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5.1 Recommendations
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Annual and multiF-annual budgets for spending on CED for vocational teachers
should be set at national level.

Where funding is devolved toregional or municipal authorities or to institutions,
budgets for CFD should be ring-fenced, but these authorities should hawve
sufficient autonomy to use funds effectively and efficiently.

Spending on CFD should be monitored, reported and analysed in order to
ensure efficiency and accountability.

International donors should encourage or require counfries to identify tofal
budgets and spending on CFD so that planning, spending, value for monsy and
efficiency can be avaluated.






6. QUALITY ASSURANCE AND
REGULATION

6.1 National accreditation of programmes

In all seven countries national authorities act as gatekespers to decide which CFD
programmes should be available and under what terms. In Kosovo thereis also

a formal process for the recognition of organisations that are accredited as fit to
offar CFD. This gate-keaping role should assure quality and confinm the status of
professional development. The formal recognition of programmes can also be a
meachanism to implement national pricrities for professional development. It may
also senve toration out limited funds if accredited programimes are funded from
central budgets and offered to teachers and schools without charge. This latter
approach may mean that some programmes are approved because they senve a
national priarity, without a robust evaluation of their quality, as is reported in Turkey,
for example.

In Kosowo the teachertraining division of tha ministry is both a provider and a
commissioner of CFD. The accreditation and quality assurance of CFD is sharad
betweaen the Ministry for Education and Science and the State Council for the
Licensing of Teachers. Howeaver, it s reportad that these arrangaments are not
effactive because of a lack of both funds and human resources. In Turkey different
diractorates general in the ministry, the DGTT and the DGWET, make thair cwn
decisions about programmeas and providers When deciding to recognise and prowvide
funding for programmes, these depariments do take account of training neaeds and
of the track record of providers and the quality of programmes. Howewer, different
selection processes are operated for different kKinds of programme and itis not clear
what principles and data are used to inform selection.

One key element of quality assurance should be a mechanism wheareby the design
and accreditation of CPD programmes is informed by an undearstanding of teachers’
training needs. According to the survey, the majority of vocational teachers judge
that much of the CFD awvailable iz not relevant to their needs. Fart of the problam is
that those organisations imvolved in designing and accrediting programmes do not
have up-to-date knowledge of teachers training needs, and that the systams usad
toidentify neads and assign training toindividuals are not very affectiva.

beocraditation systams may act as a barier that discourages potential training
providers from developing and offaring training programmes for teachers. This is a
particular problem in smaller countries, where there is an undersupply of CPD that
targets vocational teachers, particularly CPD that addresses the neads of particular
wocational profiles'
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Schools and teachers
6.2 Quulity assurance processes at school level do not have much
opportunity to shape,

In general, quality assurance processes in relation to professional development at .
evaluate or improve

tha leval of schools are poorly developed . Schools and teachears are, for the most
part, consumers of CPD: they do not have much opportunity to shape, evaluate or CPD.

improve CFD. ’ ’

BThis is discussed futher in Chapter 11 on Becognition and Reconding.
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Evaluation at the level of the vocational schoaol iz judged not to be effective, because
‘school inspectors and middle management have limited experience of observing,
monitoring and supporting teaching and learning in the classroom” (Likaj, 2016)

Schools hawve some responsibility fo research needs and to plan professional
desaloprment in MMontenegro, and there have baen pilot programmes to enhance the
role of schools in planning and organising CFD in both Turkey and Albania.

However, thera is evidence that some individual schools in the region manages to
identify resources to organise training for their teachers or to enter into agreemsnts
with donors, NGOs or businesses to plan and deliver training. In thesea cases the
schools will play a role in quality assurance. Indeed, whera schools take the initiative
toidentify their fraining needs and identify a provider, this is likely to contributs
strongly o quality because the school is, effectively, the client.

6.3 Quulity assurance for donor-supported
programmes

Thea national reports suggest that quality assurance for donorsupported CFD
programimes is relatively strong, for example in Turkey and the former Yugoslaw
Fepublic of Macedonia. While this is partly dug to funding for quality assurance,
it may also be due to high-quality processes and strong capacity. tis desirable
that international quality assurance practices are assimilated, and the design

of intenyantions and technical assistance should explore opportunitias to make
connactions betweaen the quality assurance of international and national CFD
programmes.

6.4 Quuality assurance for teacher quadlifications

Teacher qualifications are used mainly as an initial requirement; they are not used
as a tool toassure or improve the quality of existing teachers. In some Member
States, post-graduate teacher qualifications serve to recognise the outcomes of
modularized, creditbearing CFD programmes. In Kosovo it has been possible to
devalop and accredit eight new Master's programmes for teachers lincluding a
Masters for vocational teachers! and a conversion programme that upgrades the
qualifications of higher pedagogical school graduates into Bachelor’s degrees. These
desalopments have bean assisted by the EUs Tempus Funding .

In Montenegro a Master's for vocational teachers was developed, but failed to gain
accraditation by the Univarsity of Montenegro. Itwould be desirable to axplore

howe high-level post-graduate qualifications could be used toincentivise and quality
assure professional development in theVWestern Balkans and Turkey. Such an
approach could help to improve carger opportunities for teachers and strengthen the
partnership between higher education and schools.

In Albania all vocational teachers are currently required to undargo a 24-day
mathodological-pedagogical training course, although this does not lead to a formal
qualification.
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Teacher qualifications are
used mainly as an initial
requirement, not as a
tool to assure or improve
the quality of existing
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6.5 Resedarch

Fesearch into professional development can critically inform policy, support
innovation and contribute to the quality assurance process. A few donor-funded
projects have been the focus of high-quality research®™. Thereis some research
capacity in university faculties and independent research caentres, but thera are

fenn active networks or communities of researchers working in this field, cither
nationally or regionally®. Some central agencies with a responsibility for professional
desaloprment have some involvament in research (e survey work in Serbia and
Albanial. International projects sometimes fund research into CFD from universities
or from national pedagogical agencies. However, nong of the national pedagogical
agencies have a strong research capability or a commitment to developing a
research network relating to professional developrment. Across the region there is
generally little published research on the effectivenass of particular programmes
and an absence of research communities that support learning from project to
project and from country to country.

6.6 Recommendations

The role plaved by schools in quality assurance should be enhanced. For
example, schools should do maore to identify and communicate neads, identify
and assign programmes and providers, and follow up the outcomes of CRD.
Opportunities to use gualifications {including modular postgraduate
qualifications] to quality assure and recognise CPD should be explored.

Fasearch and evaluation should inform the provision of CRD.

® Forexample, inTurkey there hawe been obust evaluations of the SVET project, the HRD project and 1OWVET project (Durgun, 2016],

A notable emmpl s the LSE's Ressanch Metwork on South Eastern Eunope.
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7. PROVISION OF CONTINUING
PROFESSIONAL DEVELOPMENT:
DIFFERENT MODELS

Frofessional development programmes in theWestern Balkans and Turkey ara

delivarad according to different modeals: ‘ ‘
‘commissionad” by public agencies from independent providars;

. designed and delivered by public agencies; The challenge is to design
designed and provided by intermational donors or NGOs; projects, whether national

or international, which,
over time, contribute

to an increasingly
comprehensive and
coherent provision of CPD.

offerad by training providers without public commissioning or acoraditation
jointhy designed and deliverad .

7.1 Commissioning model

Tha commissioning model is supposead to increasea the supply, responsivenass

and quality of in-service training . In Serbia, for example, in-service fraining ’ ,
programmes are proposad by universities, companies and individuals in response
to a bignnial invitation madea by the Institute for Educational Improvernent. & similar
modeal operates in MMontenegro and the formeryugoslay Bepublic of Macedonia.
Frogrammes that are approved or accredited by the regulatory body are includead
within a published catalogue, though schools, districts or teachers may then ba
expected to meet all or part of the cost. However, acareditation does not guarantes
that programmes will run. For example, in Serbia and Montenegro there are many
accradited programmes that ara not actually provided, which may be due to lack of
demand or lack of funding.

Thare is evidence that the commissioning model has increased the diversity and
wolume of provision in those countries where it operates. In Bosnia and Herzagovina
and Albania thereis no functioning commissioning modeal, with the result that
prowision 1s mosthy limited to donorfunded programmes. However, if the cost and
red tape imvolved in gaining accreditation for CPD programmes is relatively high

ias itisreported to be in Kosovo and Serbial, this acts as a disincentive to potantial
providers. The competitive nature of the process may work against collaborativa
proposals or networks; for example, public officials who have expertise in vocational
CPD may be prohibited from any involvermeant in design or provision. In Albania,
Serbia and Montenegro the national VET agencies have little direct invalvement in
tha provision of profassional development.

Farhaps the greatest weakness of the commissioning model is that, in practice,

it doges not incentivise potential providers to develop their own capacity toinvest

in designing high-quality professional development programmes. For example, in
Turkey the fee available for teacher trainers is capped at EL 10 per hour, and thers is
no allowance for resources o other costs; this discourages competent trainers from
desaloping and offering high-quality programmes.

7.2 Ministries and public agencies

InTurkesy and Kosowo teacher-training divisions within ministries employ teacher
trainars, directly provide some in-service training relevant tovocational teachers and
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commission training from other providers. Such training, if it does not address general academic subjects, iz usually of a
generic character, addressing, for @ample, ICT, pedagogy, management or lzadership.

In the formeryugoslay Republic of Macedonia, Albania and Montenegro there are
spedcialist national pedagogic agencies (institutes of educational improvement or
developrment] which, among other functions, directly provide in-service training for
teachers. In Montenegro, unigquely in the region, the specialist WVET agency is formally
recognised as a provider of in-senvice training for vocational teachers, and some of its
staff prowvide training to wvocational teachers, though the volumea and range of its offer
iz modest. In Albania legislative reform iz under way thatwould make the Agency

for Adult andVocational Education responsible for delivering CFD to vocational
teachers” In Bosnia and Harzegaowving in-servica teacher training is the responsibility
of pedagogical institutes at the level of the separate junsdictions. Howeaver, with the
exception of Republika Srpska and a few of the larger cantons within the Federation,
tha training activity of these pedagogical institutes is wary limited . Currenthy, APOSO,
working in partnership with the pedagogical institutes of two cantons, is seeking to
desralop a commissioning system thatis intended toincrease the number of CED
prowiders in Bosnia and Herzegaovina.

Other ministries and agencies may also offer specialised training programmes. For
example, in Kosovo the Mational Qualification Authority, in partnership with donors,
has trained over 700 teachers on matters relating to assessment, accreditation
and quality assurance. Elsewhera, ministries of labour and entarprise have led or
partnered professional development associated with projects.

7.3 International projects

In Montenegro, Albania, the formervugoslay Bepublic of Macedonia and Kosowvo
most CFD for vocational teachersis funded and dasigned through international
projects, in partnership with local agencies. The advantage of this arangementis
that the volume and quality of CFD in these countries is enhancead . It gives small
countries access to specialized programmes fe.g. the training of 35 plumbing
teachers in Albania by Swisscontact] and to relatively exparienced trainers (e.g. the
contribution of Slovenian trainers in the formerYugosiay Republic of Macedonia).
Whera countries hawe a commissioning systam it is possible to incorporate donor-
funded provision within a coherent national model. In Montenagro, for example,
donordevelopaed and -funded programimeas have bean formally accradited by national
authoritias and are incorporated into the national catalogue In many countries the
capacity of local trainers and training organisations to provide high-quality training has
devaloped because of thair past involvament in international projects. Howaver, it

iz not always possible to assimilate or sustain internationally developed and fundead
programmes because of short-term planning, an absence of funding, or red fape.

The disadvantage of project-based delivery of professional development is that it
results in provision thatis fragmented: there are gaps and inequity in provision,
priorities may appear arbitrary, provision is difficult to sustain after the projact
ends, and the quality and efficiency of projects ara variable. Of course, thesa ara
disadvantages associated with provision based on projects, wheather they are
national or international. The challenge is to design projects, whether national or
international, which, over time, contribute to an increasingly comprehensive and
coherent provision .

T In consequence, responsibility would shift from the Ministry of Education to the Ministre of Youth and Social Affairs, which already has
authorty over other elements of VET. The MYETQ agency already plys an important ok in CPD provision through particular projects.
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7.4 NGOs and foundations

MNGOs are important providers of CPDin all seven countries Where tharais an
established commissioning system they are able to respond to new priorities and,
in some cases, to take advantage of non-state funding streams, such as busingss
foundations in Turkey and European funding in theWestarn Balkans. NGOs can be
effactive at bringing together appropriate partners and expertise across different
institutions. Some of them have been in operation for a relatively long pariod of time
and have baen able to accumulate experience, social capital and know-how that add
to their effectivensss (e.q. Turkey's Teacher Academy Foundation, Albania’s Centre
for Competitiveness Promaotion, Serbia’s Education Forum, Bosnia and Herzegovina's
Step by Stepl. Turkey, unlike other countries in the region, possesses a number of
waglthy national educational foundations While some of these fund universitias,
private schools or industrial zones, some of them invest particularky in CFD for
wocational education, for example the Bursa Coskunoz Foundation .

However, many MNGOs have a relatively short life. In Kosowo, for example, GIZ
supported the development of the Association forVocational Education and Training,
an NGO that gained accreditation fo provide CPD programmes. Unfortunataly, this
organisation, founded in 2010, has not survived . Across the whole region, thare

are veary faw NGOs that have a specialised focus on the professional development
of wocational teachers. Typically, MNGOs have a general educational focus and,
sometimes, a broader focus {induding, for example, izsues relating to rights and
inclusion). This makes it difficult for them to build up specialist expertize in CFD for
wocational teachers and trainers.

There are different kinds of NGO in the region: non-profit, profit, membership, ethnic
and religious. There are cultural and organisational differences bebwesn training
companies that sell training in generic skills such as ICT and foreign languagas to
tha private and public sectors, and charitable organisations that provide free (or

free to users! pedagogical or social training . We do not currently have avidance

on whether the character of the NGO affects the contribution that it can make.

Early evidence from the ETF's Demonstration projects suggests that differences in
organisation type may matter less than the design of the project.

7.5 Universities
With the partial exception of Turkey, the contribution of universities to tha

professional development of vocational teachers is modest across the region.
Albania’s University of Korga's Centre of Excellence (FEF) has been accredited Universities have a
to provide CPD to teachers since 2012 It offers 32 modulas, onby one of which monopoly over initial
has a vo.can onal focgs EJStra.teg|es andl teaching techn.hqu 25 in different proﬂles teacher education, but
of wocational education’). This module is no longer available and the centra is

_ S _ . they make a more modest
not currenthy involved in training vocational teachers. In Kosovo the University of tribution to the CPD of
Frishtina offars a Programme for the Advancement of Teachers, which has upgraded $¥ 'l LIPI‘Dn de . “
tha qualifications of more than 4 000 teachers to provide equivalence to a four teachers and trainers.
vear Bachelor's degres The same university is devaloping ight nesw Miastar's
programmes as part of a Tempus project, among tham a Master's for vocational
teachers. Whers vocational teachers are reguired to hold a Bachelor's or even a

Mlaster's qualification, this creates an opportunity for universities to offer accredited
programmes.

Univarsities occasionally work in parmnarship with other agencies. For axample,

in Bosnia and Herzegovwina the University of Banja Luka in Republika Srpska has
collaborated with the local pedagogical institute to enable vocational teachers to
obtain professional qualifications as mechanical engineers.
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In smaller countries it appears that universities are restricted by funding and by the
size of the market. In MMontenegro an intamationally supported project o develop
a hWlaster of Arts for wocational teachers foundered because the University of
Mlontenegrowould not accredit it

In Turkey some universities do offer CFD for vocational teachers through their
continuing education centres and faculties. In addition, some universities participata
in Technotowns and Organised Industrial Zones (OIZ-05E], which also offer some
professional developrment. Particular universities have received support from the
Ministry of Mational Education to develop new programmes to mesat emerging
neads, for axampla for the development of e-learning materials (e.g. University of
lzrnir).

7.6 Business

The contribution of businesses to CFD for vocational teachers and trainers is
modast in theWeastern Balkans but relativaly strong in Turkey. In Turkey the DGVET
within the hWinistry of Mational Education supports protocols at both national

and local level that permit training providers — including businesses, universifies,
foundations and

MNGOs - to provide training for vocational teachers. Whera business is involvead,

the training is often delivered on business pramises. These protocols authorise
participation and may include public funding. The protocols can be signed by DG VET,
by provincial directorates or by the school. The duration of these protocols can be
from oneyear to ten years.

Forexample, in 2017 in Turkey 16 training events were organized in Bursa, Ankara,
Istanbul, Kocaeli and Canakkale for vocational teachers in sectors within the scope
of 10 protocols betweaen DGWET and sector companias. At a provincial lavel, for
example, the Bursa Provincial Mational Education Directorate has signed a protocol
with Bosch for workplace training for specialist teachars on machine, alectric-
electronic and industrial automation. This protocol will last for thresyears.

Fartly as a result of these arrangements, 48% of vocational teachers in Turkesy
report that in theyear prior to the survey they had participated in some kind of wisit
or training on business premises, compared with approximately 20% in the other
countries in the region.

7.7 Schools

Current research on CFD places emphasis on the potantial of headteachers and
teachers in schools to provide or commission professional development. Teachers
can learn and develop professionally by collaborating in differentways, for example
by observing, reflecting and sharing. There are also opportunities for professional
devalopment supported by specific actors: principals, subject leaders, pedagogic
advisors, mentors, communities of practice, networks, training coordinators and
aven learners. These kinds of professional developmeant may be non-formal or
informal. They may serve to support the adoption of improved pedagogies, but
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equally they could serve to reinforce poor padagogies. The role of schools in CPD s
dealt with mora fully below.

7.8 Condusion

In general, we can say that across the region, with the exception of Turkey, thera
are insufficient organisations that provide ongoing CPD for wocational teachers and
trainers. In Turkey many businesses, universities and other organisations have been
organised and incentivisad so that they are ready to provide variou s forms of CPD.
The low level of provision of specialist CPD for vocational teachers and trainers
results from:

+ lack of incentives (fundingl, making it unattractive for potential providers,

barriers to entry, such as the high cost and bursaucracy, which discourage
organizations from offering their services,

« lack of an effective system for signalling training opportunities to providers and
then signalling the offar to usears;

+ lack of capacity: potential providers lack the pedagogical, business and tachnical
skills required to successfully offer training.






8. THE ROLE OF SCHOOLS IN
CONTINUING PROFESSIONAL
DEVELOPMENT

It is widaly acceptad that schools should hawve an enhanced role in professional
davelopment (European Commission/EACEA/Eurydice, 20151 This understanding
is reflected by mary pilots and policy initiatives in the region. However, successiul
implementation is constrained by

lack of capacity, know-how and methodology in schools;
lack of appropriate support from municipal or local authorities;

«unwillingness of central or provincial authoritias to delegate resources and
authority to schools or towork in more equal partnership with tham.

School-based profassional development in the region is relativaly undardevelopad.
In most countries policy implies that the school takes responsibility for identifying
neads but for not for meeting them (the modeal, known as ‘lite” systematic, is
described below). Provision of CFD depends on the ability of the principal and the
school to take what is offered through networks and local contacts. School-level or
individual planning for professional development does not shape provision .

Box B.1: Alternctive models for schoolkbosed professional development

Strong systomatic

Tha schoaol is the main driver and organiser of CPD. The school takes respon sikility for identifying
training needs and planning provision. Working in partnershipwith other organisations (other schools,
universities, busingsses, national agencies, local authorities), the school ensures the provision of CFD
for its staff with a wigw to mesating the school’s development neads, as well as the staff's individual
dewvelopment needs. The school has some awnership of the budget for CPD. However, there are likely
to b a number of providars of CFD and, to some degree, teachers and schools can choosa betwiean
providers.

‘Lite" systematic

Tha school takes on responsibility for identifying training needs and then communicates these nesds
to other agenciaes, who organise the provision of extarnal training sessions. The schaool plays a part in
deciding which teachear will participate in which CFD programme. The school may also play a rolein
monitoring the impact of CPD. The school takes responsibility for a range of non-formal and formal CPD,
such as mentoring, peer learning, observation and supparted reflection.

Pragmatic

Frincipals seck out opportunities for professional development wheare they can. Frofassional
development comes from participation in donorfunded and national projects. Some training may be
provided on school premises. Training opportunities are not closely matched o teachers’ needs, but they
serve to stimulate development and cooperation. The principal supports individual teachers to attand
particular training opportunities that they have prioritised.
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Some individual schools are working with local training organisations, businesses or
international organisations. However, such excellent practice israre as it depends on
dynamic leadership, additional budget or privileged relationships, perhaps related to
a particular profile.

Frameworks for schoolbased planning and provision of professional devel opment
are in place in Montenegro and Kosovo. In 2017 the new VET Law in Albania
astablished School Development Units with a responsibility for researching,
planning and delivering professional development. In Kosowo, Sarbia, the former
Ugoslay Republic of Macedonia and Wontenegro all schools are expeactad to
identify the training needs of thair teachers and prepars an annual training plan.

In Kosowvo school-based coordinators have been frained through the Basic Education
Frogramme funded by USAID. In Montenegro and Sarbia thers are published
procedures for needs analysis and planning, with an identified role for a specialist at
school level . InTurkey a schookbazed professional development modal (SBFO-OTRG)
has besn developad and piloted, and the new Teacher Stratagy (20M7-23) statas that
this modeal should be revived and rolled out.

Schoolsin Montenegro are expected to plan workforce developmeant as part of their
salf-avaluation There have bean pilot schemes in tha ragion, namely a Developmant
Flanning Filotin Albania® and the School Self-Evaluation Pilot™in Turkey lcurrently
being disseminated to all wvocational high schools and wocational education centras).
In Serbia schools are required to create a developrment plan as an outcome of
self-assessment. However, thereis more fo be done to turn these plans into
effactive developrment tools.

8.1 School-based provision

The survey data suggests that vocational teachers across the region participate in
on-site professional development as frequently as they do in off-site professional
desaloprment. In Serbia school-based provision is particularky high . However, the
pictureis not clear, as some of this CFD may be delivered in schools, but be
organised by other institutions to some axtant.

Despite the high volume of CFD delivered in schools, the role of vocational schools
in the identification, planning and provision of CFD is constrained by lack of capacity
and budgat.

Toble 8.1: Respondents participating in CPD by type (%)

FORMER:
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trining out of 47 41 4F 5% (it}
achool
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training in =8 4E 40 47 L
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Baze: all respondents (MN=4 217), 5% missing responses

B Twehle schools supported by Kulturkontakt.
B rmprowing the Cuality of VET in Turkesy'.
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Coordination between the identification of needs at school level and centrally supportad
provision is generally weak, In Kosovo, for example, schools are axpected o work with
rmunicipal education authoritias to make proposals for the design and delivery of CFD.
Each programime must be accradited by the State Coundil for Teacher Licensing, and the
MAinistry of Education, Science and Technology should approve funding. Currently, these
amrangements do not genarate concrate pravision of CPTL Similaty, in WMontenegro most
vocational schools do not have any budget™ with which to commission professional
development and are therefore limited to taking up offars from the Burcau of
Frofessional Development, from theWET Centre or from projects. A3 a result, the schoaol
wiorkforce development plans donot actually dive CFD as they are intended to do.

In general, research, planning and provision of CRD in schools does not seem to be
wall supported by expertise, funding or accountability at higher levels. Howavar, the
data demonstratas that a considerable amount of CFD does take place in schoals,
and intervews reveal that some principals take the initiathve to obtain training for
thair teachers, in particular from donorfunded projects.

8.2 Induction

Induction is defined as training dedicatad to introducing new employess toa
particular organisation. Induction activities are usually organised and deliverad by tha
school, If the new emploves is new to teaching {a beginning teacher), the induction
processis usually extended to include support and assessment. This may includs
mentoring, scheduled mestings with senior staff, chservation or courses. In Turkey
and Serbia induction is compulzory. The OECD's TALIS suggests that induction can
have a positive impact on commitmeant: for example, in 17 countries those teachears
who participated in a formal induction programm e were mora likely to report baing a
mentor subsequently (QECD, 2013

Figure B.1: Teachers’ participation in different kinds of induction at the point of first
regular employment os o teacher (%)
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% of respondents partidpating in an induction programme

» % of respondents partid pating in informal induction octivities
» % of respondents partid pating in generalfodministrotive introduction to the school

Baze: all teachers (MN=ZF S02), 12% missing responses
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The survey suggests that a significant minority of vocational teachers (32%) across
tha region have not benefited from a formal induction programmee, with relativaly
loww participation in Albania and Kosowo.

8.3 Mentoring

Mentoring is internationally recognised as a mode of professional development that
combines personalisation with a work- or practice-based approach®!. MWentoring is

a formal requirament for qualifiad first-time teachersin all countrias in the region
except Albania and some entities within Bosnia and Herzegovina. Itisworth noting
that 8% of teachers in the region do not have any training in schools as part of
thair initial teachear training and are tharefore axpectad to develop the skills of a
classroom teachear when they start work (see balow) .

Figure 8.2: Respondents who have benefited from classroom proctice as part of
thelr formal education or training (35)

TR IN=2049] 64 B0 &
RS {N=584) &3 - -
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RAKC [N=409) 59 17 z3
XK IN=1%1] 58 2716
B [IN=1238) 45 30 25
ALIN=227) | ¢ [ ss—

Yes, for all subjedts | teach ¥ Yes, for some of the subjects [ tewch @ Mo

Baze: all respondents (N=4 217), 8% missing responses

Thea survey reveals that on average, 15% of wvocational teachers in the region
currently have mentors and that many teachers have nevear baan mentorad This may
be because in some countries, such as the formerYugoslay Republic of Macedonia,
tha requiremeant for meantoring is relatively recent or bacause there arg insufficient
mantors. In the formerYugoslay Bepublic of hWacedonia itis reported therais a poor
match betweaan the subjects of mentor and mentee.

Analysis suggests that overall, some 34% of baginning teachers currently on
teaching practice or probation do not have mentors.
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A According to TALLS, mentoring 13 common as a mode of CPD for beginning teachers and for teachers beginning in particulr schools.

On average, 19% of upper secondary teachers report that they have a rmentor (OECD, 2015).

44






Figure 8.3: Percentoge of beginning teachers currently undertoking tecching proctice
that lecds to o formal teacher qualification who hovefdo not hove an assigned
mentor [

ALN=131  BAMN=A XM=& MICIN=27]  ME (M=4] RS N=42] TR [N=56]
m¥es oMo

Baze: beginning teachers (MN=177), B% mizsing responses

In those countries whera mentoring is a requiremeant, there are rules and
processes to guide the selection, responsibilities and compensation of mentors.
In Montenegro thergis published guidance to support mentors. Figure 8.4 reveals
that in all countries, some mentors have thamsalvas recaived training ; howewear,
E0% of mentors across the region are untrained. In Wontenegro and Serbia a high
proportion of mentors have received some training. Turkey has recently formalised
tha role of meantors as part of the evaluation of newly appointad teachears® In the
former Yugoslay Republic of MWacedonia mentoring for beginning teachers has bean
a requiremeant since 1998, but it is reported that some 40% of teachers have not
received the preparatony programme. In 2015 the formal career level of teachar
mentor was created; this could help toincrease the supply and quality of mentors.

Figure 8.4: Percentage of those who hove worked as an assigned mentor for more
than one month and who themselves howve received training in relation to mentaoring

(%)
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= Fegulation on the Appointrrent and Tenster of Teachers, Official Gazette, 17 April 2015,






Tha supply of mentors depends in part on incentives. In Serbia mentors are enfitlad
toa fiverhour reduction in their other duties. In Montenegro the role of mentor

is formally recognised in the professional carear ladder with & salary incentive.
Howwewer, it is reported that in practice the title is little used and that obtaining

tha title iz not closely connacted with mentoring . In Albania, where thara is no
compensation, recognition or training for mentors, the volume of mentaring is

rela trvahy o,

8.4 Teacher collaboration, feedback and review

Frofessional development should serve to improve teacher performance: the quality
of teaching and learning . This can be achigved in different ways . Firstly, teachears can
support ong another through critical discussion of their work. Secondly, teachers
can be supported tolearn from thelr own performance by means of some form of
fecdback or review. Such feadback may imvolve managers, peers, students and/f

or self-assessment. Feedback isa part of professional development: it can help
teachers to understand their own professional behaviour and it can motivate and
aquip tham tomake changes. Feadback can be a tool to review whather CFD has
impacted teaching behaviour and it may also be part of the process of diagnosing
what kinds of further professional development could support particular teachers.

The survey shows that the majority of teachers do discuss their teaching informally
with their colleagues. Howaver, this kind of informal collaboration is markedly higher
in Serbia, for example, than in Turkey. The sunvey suggests that only about BE%

of teachars are benegfiting from formal or planned discussion with other teachers
and with managers and advisors This is a missad opportunity, since this kind of
collaboration is particularly effective for sharing good practice.

Figure 8.5: Percentoge of tecchers particpating in discussions about their work (3]
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Basze: all teachers (M=3 502), 5% missing responses

Thea survey shows that the majority of wocational teachers in the region are recaiving
feedback following observation of theair teaching, although in percentage terms
access to fecdback varies batween countries. Whare teachears do obtain feedbaclk,
this is most likely to be given by the principal or by school managers rather than by
other teachers or external observers. Howevar, when teachers do obtain feedback,
this is associated with reports of a positive impact on their confidance, teaching
practices, job satisfaction and motivation (see Figure 8.7).
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Figure 8.6: Percentoge of respondents reporting feedbock following diredt chservation
of cassroom teaching (35
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Baze: all respondents (MN=4 217, 1% missing responses

Figure B.7: Percentage of teochers reporting moderate or large positive impoct on

different fields (%)
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Baze: all teachers (M=F 502), 16% missing responses

8.5 Discussions with other teachers

Zritical professional discussion betweean teachers working in the same schoaol can
senve o improve pedagogy and to share improvements. The survey shows that

in Serbia there iz a relatively collaborative culture, whereas in Turkey and Albania
teachers are less likely to collaborata. Analysis of TALIS suggests that professional
collaboration, including participation in networks and professional developrment,

is associated with high job satisfaction and self-efficacy, and is one factor that
contributes to better learning outcomes for students (OECD, ZO0M8).
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Figure 8.8: Respondents reparting different kinds of professional discussion with
collecgues (%)
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8.6 Recommendations

« Policy makers and national agancies should recogniss the importance of school-
based in-service fraining. They should consider at a strategic level wheathear the
current balance between in-school and out-of-school fraining represents value
for money (e, impact on teaching in relation to spending). Further, they should
consider how school-based CPD can be supported and funded.

Folicy makears and national agencies should examineg the support that they
dive to teacher mentors, and, in particular, the availability of training, guidance,
recognition and compensation. Well-tailored mentoring systaems offer an efficient
moda of professional development for novice teachears.

+ Schools and supporting agencies should encourage teachers to collaborate to
improve teacher teaching.

Schools and supporting agendes should share experience, guidelines and tools
to support schookbased CRD.

International and national agencies may support school-based CFD by helping to
develop capacity for effective observation, feedback and local managemeant.

+ ocational teachers and instructors should be encouraged to collaborate and
support one another professionally, both face to face and through othar meadia.
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9. THE EXTENT OF CONTINUING
PROFESSIONAL DEVELOPMENT

Itis possible to measure the provision of professional development programmes
through administrative data relating to supply and through surveys of teachears as
consumers. In none of the seven countries addressed by this comparative report ‘ ‘
is there a comprehensive administrative record of the wolume of in-senvice training

provided for vocational teachers This is becausea in-service training is prowvided by The figures suggest that

a number of different organisations and there is no mechanism for aggregating Serbia and Montenegro

and analysing this provision®. In the absence of comprehensive and comparakle have participation

administrative data, the following section presents sunvey data collected in 2015, levels not far off QECD
averages. By contrast, in

@.1 Participation rates Bosnia and Herzegoving,

P Kosowo and Albania
Table 2.1 summarises the lavels of participation in CFD from the perspective of more than one third of

wvocational teachers. According to the OECD's TALIS suneey, on average, just 10% of
all upper secondary teachers failed to participate in any CFD over the prior 12 months
115% for lowersecondary teachers! while avarage participation rates in in-service
training, educational conferenceas and obsarvation visits to other school s wiere 71 %,
44% and 19%, respactivaly, across participating OECD meambers®,

vocational teachers did
not participate in any kind
of CPD in the previous
year. Participation in CPD
addressing the teachers’
Table 9.1 suggests that Serbia and Montenegro have participation levels that are not vocational specialism is

far off OECD averages® By confrast, in Bosnia and Herzegovina, Kosovo and Albania markedly lower, at 38%

more than one third of vocational teachers did not participate in any kind of CFDin the  for the region.
pravious year Participation in CFD addressing the teachers’ vocational specialism is

markeadly lower, at 38% for the region. Itis also clear that except in Turkey, the ’ ’

Toble 2.1: Share of teachers participating in CPD over previous 12 months (2014-15) by type (%)

PROFESSICN AL

e DEVELORVENT  CONRERENCES  Chopradio™  TRAINNG IN -
EVEMTS 1M WDCATI O AL SEnAIMARS SCHOOLS BUISIMESSES
SPECIALISM,

Albania s} o 17 =1 2 =5
Bosnia and Herzegovira G} ER 13 15 Iz 400
Fosovo 56 E6 7 18 16 Z5
Fnrmer‘(ugqslaxr Fepublic B5 24 25 24 24 7
of Macedonia

Montenegno 76 40 E7 14 7 z1
==rbie 9z i) &5 = &l 4
Turkey 73 36 45 27 47 m

Baze: all teachers (MN=Z S02), 10% missing responses

= |n Turkey, the Ministry of Matioral Education publishes aggregate administmtive data on the professioral dewelopment of teachers.
Howeever thiz iz not broken dovwn for wvocational teachers' and it does not include programmes offered by independent organisations.

#The QECD's TALIS survey focuses for the most part on teachers working in the bwersecondary oycle, and generl teachers are kas likely
to bz offered CPD on business premises (OECO, 201351

=The survey onby reveals CPD participation over the course of 12 months, We hane little evidence on participation mtes over bnger periods.
Morntenegno's Stategy for Geneml Secondary Education 2015-20 mports that more than a thind of teachers did not rece e any taining

i the previous five years ekid, 2076).
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praedominant mode of CFPD s formal workshops rather than conferences,
observation and wvisits, or training on business premises.

Data on participation should be interpreted in the light of need . Bverything alse
being equal, where teachers have not completed an initial education as teachers,
thair need for CPD will be greater. Qualitative aevidence from Kosovo, for example,
reveals that approximatealy B4 % of teachers working in upper secondary education
have not completed any pedagogical of educational studies.

©.2 Duration of CPD

Lnalysis of thevolume of days of profassional development (as opposed to the

rate of participation) suggests that in Kosowo and Albania the relativaly small share
of teachears who access professional developmeant obtain a relatively large number
of days. By contrast, in Bosnia and Herzagoving both participation and wolume of
CPD are relativaly low. Serbia and Turkey dealiver ralativaly high wolumes of in-service
training and Turkey delivers an impressively high average per teacher of 27 days
training in businasses.

Toble 9.2 Average number of doys of eoch type of training for those participoting in

troining
T R i v ety R—— CRSERATION TRaimiG I
OF Ders TRANING  INVOCATIONAL  SEMINARE S TC BUSINESSES
SPECIALIS

Sllzii 5.0 52 26 26 41
Bosnia and Hermegoving 27 n& (0F=] 1.1 1.7
Kosowo 12.8 16.4 6.7 27 77
P e Mfoanclonia 48 32 24 24 28
Montenegno 6.2 4.5 =5 rlics E0
Serbi a7 45 25 2.2 43
Turkey 78 55 .4 56 268

Mote: 1 day = B hours

Baze: all respondents who participated in a gren type of tmining - in-serice trmining (M=2 710),
wocational specializm (M=1 507), conferences (M=1 54&), obseration visitz 1o schools (WM=1 145), training
in busineszes (k=1 522)

Some countries set as a minimum standard that teachers should obtain 30 hours

of CPD pervyear. If we treat this as a benchmark we can seea that only in Serbia did
more than B0% of teachers obtain more than 30 hours of CPD over 12 months. This
maasure offers a simple but powerful indicator, as it considers not only participation
but also duration.

66

Some countries set as a
minimum standard that
teachers should obtain
30 hours of CPD per year.

9

50






Figure 9.1: Teachers who had more thon 30 hours of training [out of the total number
of teachers) 3]

TR iN=1508] 47

RS N=455] 55
ME N=238) 29
1 M=382) 18

M N=1835] 48

B N=114) 8

AL M=151] 33

Baze: all teachers (M=F 502), 10% missing responses

©.3 Distribution of CPD

Analysis of the distribution of CFD gives some insight intowhich kinds of teacher
are participating . Analysis by age suggests an imbalanced distribution in Albania,
Fosowo and the formerYugoslay Bepublic of Macedonia. In these countrias younger
teachers participate in CFD to a greater degree than older teachers. This applies to
teachers across thair careers and not just those approaching retirement,

Figure 9.2: Partidipation in any type of training by oge group (58]

o570

90 23
80 34?6 8483 8
b 7474
70
656{}
5555008
A0 28
22
AL B X MK ME RS

Less than 30 » 30-42 = 50-59 w=&0 and more

l7g
79° 74

TR

Baze: all respondents (M=4 217), 11% mizsing responses

Thare is no indication that teachars with lass axparience (those with fawer years of
teaching) obtain amy more or less CPD than more experiencead teachers. The data
raises the quastion about how well targeted CPD is. However, the figuraes relate to
formal CFPDand do notinclude mentoring.
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Figure 9.3: Participotion of respondents in any type of training by years of experience
o= o teocher (%)

7694

83
. Sﬂss 80 70 82
| ?{m I I
RS "

-5 years w 6-15 years m More than 15 years

Baze: all respondents (N=4 217), 11% missing responses

9.4 Modes of training

Thea survey shows that most training in the region takes the form of relativaly short
training events. Around 59% of the vocational workforce report that they sometimes
participate in events lasting ong or two consecutive days, but only 28% report that
thay sometimes participate in events with a particular focus that ware axtendad
over several months. There is considerable literature suggesting that CFD is likeky to
be most effectiveif it is extended over a number of months (Stanley, 2016, p. 18]

The survey gives a snapshot of the mix of fraining methods that are available to
teachers. Owverall, fewer than onea third of teachears report that there is no offer of
‘modern methods’ such as active learning and use of new technologies. Howewver,
tha availability of modern methods varies between countries. Figure 9.4 shows that
some countries (e.q. Serbia and Kosovo) have been more successful than others

in introducing moderm modes of training and that access to modern modes, such
as the use of new technologies, is not always widely shared evan within particular
colntrias.

52






Figure 9.4: Participation in training using modern training modes (%)
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Baze: all respondents (M=4 217), 12% missing responses

9.5 Teacher research

Crerall, 38% of respondents report that they participate in individual or collaborative
research. This is a significant minority and represents a potential source of
improvemsnts in teaching and learning. Howeaver, the interviews suggest that much
individual teachear research meay bea a relatively formal exercise that is camied out

in order to meaat licensing requirements, but thatis not expeactad to contribute to
pedagogical competence or practice.






Figure 9.5: Participation of respondents in individual or colloborative research (%)

TR {N=2014 2] 35

RS {MN=574 34

ME {N=261] 28
RAIE {=44%] 34

R N=22 57
B, {N=155 41
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Baze: all respondents (M=4 217), 7% missing responses

9.6 Teacher participation in networks ‘ ‘

Anaverage of 27% of vocational teachers across the region participate in some kind

of network. Professional networks, face to face or onling, represent an efficient way An average of 27% of
inwhich teachers can learn and collaborate to improve their teaching . The surnvey vocational teachers across
suggests that more than two-thirds of teachers in the region are not collaborating in the region participate in
any formal way with colleagues outside of their institutions. some kind of networlk.
Figure 9.6: Teachers' participation in networks (%)
TR f=2041) 24
RS {N=57%] 37
ME {N=245] K3 |
PAIC{N=457) 27
HICMN=208] 35
B {N=157) 12
AL{N=228] Vi

Base: all respondents (M=4 217), 7% missing responses

¢.7 Recommendations

Folicy makers should reduce dependence on formal training events as a mode
of CPD. Observation wvisits, training in businesses, confarences, networking
and research can complerment formal training and may be better suited to
improvemeants in teaching practice.

Folicy makers should monitor levals and volumes of participation. The ETF
sunvey offers a baseling against which progress can be monitored through
dedicated surveys or through other survays such as the OECO's TALIS.

Teacher development authorities and teachers, working with universities, should
explore wiays of applying teachear research.

Teacher development agencies and teachers should look to extend and make
use of teacher netwiorks to share practice and improve collaboration .
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10. PROFESSIONAL DEVELOPMENT
NEEDS

10.1 Survey data

The survey provides evidence of the professional development needs that teachars
exparience Table 101 shows the parcantage of teachers who report a need for
devalopment in a particular field and had not participated in relevant training cwer
the previous 12 months. This is an indication of unmet training needs. For gach
country the areas of greatest deficit are shaded This table doas not give an accurate
assessment of fraining needs, as teachears may not fully understand their own
neads and they may not be aware of emerging needs. Howewer, itis clear thata
substantial proportion of tha teaching workforce in all of the countrias baliava they
have unmet training nesds. Furthermore, absence of relevant provision is reported
to be a barrier to participation by 52% of all respondents.

10.2 Identification of professional
development needs

Teachers’ prior education and prior work experience are indicators of thair
competence as teachars. Data relating to the qualifications of teachears and their
wiork axparienca within teaching and in industry is provided above in the section
on the teacher workforce, For example, in Turkey, Serbia and MMontenegro more
than a fifth of vocational teachers have no work expearience in industry. A general
izzue in theWestern Balkans izee Figure 10.1) is that marmy vocational teachears
are trained and qualified only in their subjects and have no pedagogical fraining or
gqualification. This implies a need for pedagogical CPD, although some teachers may
have developed competence on the job working with colleagues aver many years.
In Albania, Kosovo and Montenagro programmes have been developed to provide
pedagogical compeatences to those qualified teachers without initial pedagogical
training.

Figure 10.1: Respondents who hove henefited from pedogogical training as part of
their formal training (%)

TR (M=2069) 68 26 6
RS (N=584] 34 I - *: E
WE (N=243] 33 [ 15 I
I [N=432] 75 13 .
I N=195] 55 2817
BA (N=133] 33 2 4

ALIN=227) 11 DS

Yes, for dll subjedts | teach m Yes, for some of the subjects | teach m Mo

Baze: all respondents (N=4 217), 8% missing responses
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Toble 10.1: Troining deficit: tecchers expressing o need for training but not chtaining this in the post 12 months, by country
ond training area (35)
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Mote: base refers to the teachers who have expressed the need for particular training.

2 This iterm was not included in the Turkish surey
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Al seven countries report that they have methods to identify training nesds Whera
neads are defined centrally, central agencies or ministries depend on some kind of
formal or informal flowe of information in order to decide on the type and volume of
CPD to be offarad .

In fontenegro, the former Yugosiay Republic of Macedonia and Serbia schools ara
expactad to research training needs and generate training plans. In Montenegro,
for example, guidance has bean published setting out that each teacher should
rmaintain a personal portfolio and create an individual training plan. Each school
should create a bi-annual training plan, incorporating results from internal and
axternal evaluation. These plans should then inform schookbased annual plans and
national catalogues. This process is said to work well in some schools. For example,
awocational school in Mojkvac generated a training plan focusing on active learning,
IZT and entrepransurial teaching and learning. However, CFD planning at school
level iz only worthwhila in those schools that can access resources to pay for
training.

Aosimilar system operatas in Sarbia, but with an annual school work force
devvelopment plan and a formal role for the school pedagogue and peychologist. The

process informs decisions taken by the principal to offer particular CFD programmes

to particular teachers . However, interviews with teachers in Serbia suggest that
this offer is not usually well matched to the needs they identify, and consequently,
tha CPD is undertakan only because some CFD s a requirement to obtain cradits
necessary for licences.

In Turkey a national training-neads analysis is camied out by the ministarial
department responsible for teacher training (DGTT) through the applications that
teachers make for training. However, national design and provision is driven by

tha ministry's strategic priorities, for example improved school management and
information technology, rather than an analysis of teacher neads. Applications
graathy excesd training places {in recantyears by maora than three timesi, so training
places are rationead: itis reported that the DGTT tries to ensure that each teacher
participates in one training event every othear yaar,

In general, there is little evidencea that the national training offer for wocational
teachers in theWeastarn Balkans and Turkey is developed in the light of information
collected from schools. Mational reform policies and the availability of donor funding

play an important part in setting priorities for training . Typically, CPD programimeas for

wvocational teachers are designed in conjunction with reforms in curricula or refomms
relating to teaching caresrs or institutional changes.

10.3 Professional development standards

In theory, the professional competence standards for teachers define the
competences to be developed through initial and continuing professional

desglopment. Standards should inform the identification of nesds and the evaluation

of professional development programmes . Standards may also be regarded as the
basiz for the criteria that serve to assess the performance of teachers as part of a
licensing or relicensing process . There are now professional standards for teachears
in genaral in all ssven countries. However, the adoption and application of thesea
standards in teacher training, CFC and assessment is relatively limited. In Turkey
twio competence standards specifically for vocational teachers were davelopad as

part of the ICYET project (lmproving the Cuality of Vocational Education and Training!

and itis planned to develop a further 26, In Kosovo occupational standards have
bean developed for both vocational teachers and vocational instructors through
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tha El-funded ALLED project (Aligning Education with Labour Market MNeads).
The standards for teachers have been used to shape a new Mastar's qualification
for vocational teachars.

The successful development, adoption and implementation of professional
standards is proving complex. Outside of Kosovo and Turkey (for two profiles) there
are no professional standards that address the specific competences axarcised by
wvocational teachers, nor are there professional standards for practical trainers or
instructors working in schools, training centras or companias.

Competence standards are defined for all teachears in Serbia and accradited CFD
programmes are classified according to the broad class of compeatances that they
address®®. Professional standards for teachers have been developed in the former
YUgoslay Republic of Macedonia, Bosnia and Herzegaovina, Turkey and Kosowo,
though they are notyet being used to shape CFD. In conclusion, professional
standards are only baginning to contribute to the design or the assignment of CPD
for wvocational teachears in the region.

10.4 Recommendations

« Where schools are encouraged to research training neaeds and to plan training,
more should be done o ensure that resources or programmes are available to
address priority needs that hawve been identified.

« nwestments in the development and provision of CFD nationally should be
informed by up-to-date knowladge of professional development neads,

E-portfolios, networks and research may be used to collect and share
information about training needs and how the neads can be mat.

Assignment of CFD should be more closely related to training nesds and to
improved teaching so that CFD is not wastad.
+ Schools and training prowviders should be supported to make use of professional

standards to inform the assessment of CFD needs and the design of CFD
programmes.

# 1, Teaching area, subject and didactics, 2. Teaching and kaming; 2. Student persomal developrment; and 4. Communication and cooperation.
Thiz approach has been criticised because () sorme CPD contributes to more than ore of these arsas; and (il teachers ane required to develop
all four areas each year, regardless of the current Evel of competence — Serban national report (Maksimovis, 2006, p. 290
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11. RECOGNITION AND
RECORDING

11.1 Recording of CPD

Mational level

Wheara norms or licensing processas require that vocational teachers fulfil a
number of hours or days of professional development, teachers record their CFD.
Howevar, this data is not gathered together to create a systematic database. There
iz usually a national-level record of the CFD programmees that have been prowvided,
but such records do not identify participants and may not identify whether they are
wocational or other teachers. Furthermore, the state is not the only provider of CFD
for vocational teachers and in the smaller countries itis not the main provider. This
maans that ministries do not usually possess comprahensive administrative data
ifrom the perspective of provision).

In none of the sevan countries is there a central database that records the wolume
and type of professional development undertaken by each teacher. Howeaver,

Fosowo does maintain a database of training as part of the licensing systam and has
imvestad in training inspectors to input data. It is not known whether this database s
noww Up to date, nor how itis being used.

InTurkesy the DGTT collects data and publishes tables showing the number of
training events and parficipants in those gvents that it provides. In addition, the
tables report aggregate participation in distance (onling) CFD and in CFD deliverad
at local level . However, the data does not fully disaggregate vocational from other
teachers, Turkey is committed tas part of the Riga conclusions) toimproving the use
of data to monitor and staer CFD for vocational teachears.

Individual lewel

In Montenegro teachears are required to keep portfolios to record what training they
have had. It is difficult to know how comprehensively these are used. & similar
requirament has recently been discontinued in Searbia, although a small project is
exploring the relevance of e-portfolios®

11.2 Licensing

In Koscwo, Serbia, Montenegro and the formerYugoslay Republic of Macedonia
thare is a system of teacher ralicensing that sets performance requiremeants for
teachers in order to renaw their licence to teach. In these countrias norms on
licensing, togather with the mechanisms that support the licensing process, have
become a key driver of the demand for professional development. Teachers in
thase countries are required to obtain a number of hours of CPD cvar a speacifiad
number of yvears. Licensing requirements may also be used to control the type of
CPD offered: for example, in Montenegro national priorities set by the Ministry of
Education should be addrassed by 24 hours of the CFD, while the other 16 hours
should focus on pedagogical and methodological issues (40 hours is required every
fiveyears).

2 Supporting VET teachers' Continuous Professional Development through e-Fartfolio
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The total hours required are relativaly low, but in these countries the availability

of accredited credit-bearing CFD is also low. A5 a result, the system encourages
teachers to participate in any CFD in order to obtain the necessary cradits, rather
than to sesk out CFD that is most appropriate to their need s, This effect is reported
in Albania, Serbia, Kosowo and the former Yugoslay Bepublic of Macadonia. If the
norm damands & higher wvolume of professional developrment than is currenthy
availabla or implies salary increments that are not available, in practice it cannot bea
implemeantad and must be defarred or ignored. |t is reported that in Albania, Serbia
and Montenegro formal requirements for CPD are not enforced.

Licensing has beon a subject of dispute between professional bodies, teachar
unions and employers, although theissues are wider than CPD. In both Bosnia
and Herzegovina and Turkey formal minimum requiremsnts for CFD have bean
discontinuad, parthy as a result of challenges from trade unions. In these countries
thare is currantly no formal requirement that teachers undertake professional
desvalopment. In Turkey new legislation has required induction and mentoring for
candidate teachers during their firstyear of teaching®®

In principle, the definition of a minimum requirement for CFD can provide the
framaw ork within which to establish comprehensivae and equitable provision of CPD.
This approach aims to establish the minimum conditions necessary to sustain the
standard of teaching genarally. However, this tool is not well suited to ensuring that
professional development is efficient and rasponsive. If there is a lack of resources
for professional development, the establishment of a simple threshaold will compel
teachers to seck any professional development in order to meat this target, whether
or not they have any nead for the CFD.

It followis that this policy instrument should only be used if the purpose of the
policy is to establish a minimum level of provision. Even than, it should be carafully
calibrated in relation to funding if itis to be deliverable and not distort provision,

11.3 Incentivisation

In Serbia, Bosnia and Harzegoving, Kosovo and Albania participation in CFD is linked
to eligibility for prograss on the career ladder: the acquisition of fitles™®®. In Bosnia
and Herzegovina it is reported that teachers do regard CFD as important for caraar
progression. Howevar, alsowhare most teachears do not axpeact to progress on the
carear ladder, or if they do, they percaive the promotion as baing a mere formality
without amy impact on their role or salary. Unless there are reasonable prospects for
caresr prograssion, the credits earnad through CPD will have little value, Howewar,
thare are examples of where this system works: for example, ina construction
school in Podgorica, teachers were said to have baen helped to obtain fitles through
participation in CFD.

11.4 Accreditation of CPD programmes

Mational regqulators use accraditation systems to assess whether CPD programimeas
should carry credits. This process is intended to support quality and may also bea
used to ensure that programmes address national priorities. In Serbia, Montenagro
and the former Yugoslaw Republic of Macedonia the regulatony agency announcas

a call for CPD programimes through which it can signal priority needs. 1 then
avaluates proposals, accrediting those that meet specified criteria
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= Ministry of Mational Education Regulstion on Appointments and Tmnsters (2015).

2 |n Kosovo, forexmmple, each successive carssr level requires approdimately 200 additional trining
hours over the teacher's carser.
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Ina number of countries the accreditation process is seen by some as a constraint
on the provision of CPD . In Serbia, for example, itis currently only possible to seak
accraditation for programmes avery twio years, in response to an invitation from
the regulatory body. In both Kosowvo and Bosnia and Herzegoving the accreditation
processis seen as expensive and slow 0 all of these countries some teachars
undertake CFD programmes that ara not accradited and are therefore not
recognised; alternatively, 29 hoc methods of accreditation are adopted, for @ample
for programmes offered by international donors. In some countries, for axample
Montenegro and Serbia, the byalaws constrain which kinds of CFD can carry
credits: in Montenegro teacher placements inindustry do not “count’ as professional
desaloprment.

In Albania the accreditation system for CPD programmes remains suspendsd,
as abuse of the process was undarmining the cradibility of the programmes.
Mearwhile, training providers are offering programmes that are not formally
recognised.

In Turkey the ministry department with responsibility for VET IDGYET) enters

into specific protocols with foundations, universities and businesses to provide
CPD for vocational teachers . These protocols grant authority and define funding,
and constitute an approach thatis flexible and pragmatic. A3 a consequence of
thase protocols, Turkey has an exceptionally high level of business-based CFD for
teachers However, thaese protocols are negotiated one by one, usually at national
level, which probably restricts provision and responsivenass,

11.5 Recognition

While CFD programmes are quality assured and accredited, formal recognition
of tha outcomes for teachers and trainers is lass developead This usually takes
the form of a certificate of participation issued by the provider. Howewer, 12%

of teachears are participating in programmes that result in formal acadamic
gqualifications. Montenagro has a relativaly high proportion of wocational teachears
participating in programmeas leading to qualifications, as shown in Figura 11.1.

Figure 11.1: Participation in programmes leading to o formal qualification (%)
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Baze: all respondents (M=4 217), 7% missing responses
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11.6 Upgrading of teacher qualifications

If the standard for teachers’ gqualifications is raised, this may create a demand

for additional CPD if currently qualified teachears are axpected to meeat the new
standard. In Montenegro and Kosowvo new legislation requires that henceforth, all
teachers should possess a Waster's degrea. In Kosovo the University of Prishtina
started to offer a part-time Master's programme in 2016, butitis estimated that it
will take 20vears to upgrade all the vocational teachers in Kosovo™.

11.7 Recommendations

+ Systems of accraditation should be informed by up-to-date needs analysis and
should, as far as possible, aim to be transparent, inexpensive and quick. Suppart
and guidance should be available to help potential providers of CPD emearge and
offer high-quality CFD as needead.

Countries should develop administrative databases to comprehensively record
thevolume and type of CPD that has been provided Where protocols and
donors make additional provision, such provision should be captured in the
database. Such databases would support monitoring, evaluation and neads
analysis.

+ Theoperation of relicensing systems should be reviswied. Itis impartant
that sufficient relevant accredited CFD is offered so that teachers ara ahle to
mest the relicensing requirements without the need to select inappropriate
programmes. One strategqy may be to accredit a greater range of modes of CFD
for licensing purposes and to support individual and school planning of CFD.

Inivarsities, qualification authorities and providers of CFD should coopearate

to develop CFD programmes that are recognised through higharlewel
qualifications. In some countries such qualifications could, through a system of
unit accreditation, contribute toa Master's qualification for vocational teachers.

+ More nesds to be done to encourage teachers to value and profit from CFD
rather than to regard it as a formal requirement. Measures will include: healping
teachears to expearience improvements in their teaching as a result of CFD,
pear recognition through CFD; teacher portfolios, mentaring; opportunities
for enthusiastic teachers to shape and lead development projects; and better
formal and informal professional recognition of CPD.

+ Teacher developmeant agencies and qualification authorities should explore hiow

professional development can resultin formal qualifications that could add walue
to professional development.

FThe Unnersty of Prishting also delvers a parttime programime that serves to upgrade the gualfications of those teachers who greduated
fram higher pedagogical schools to give them a gualification equralent to a fourvear Bachelor's degree.
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12. TRAINING OF COMPANY-BASED

TRAINERS (AND TRAINERS
IN TRAINING CENTRES)

To avoid confusion, we can distinguish batwean practical instructors working in
wocational schools, trainers working in wvocational tfraining centres and trainers
working in companias. This chapter considers what is known about the professional
development of trainers working in wocational training centres and in companies,
both private firms and publicly owned companies such as utilities. We will also
discuss partnarships betwaen these organisations.

In theVestarn Balkans compamy-based provision of training appears, in large part,
to be left to individual companies. Thera is little public regulation or collactive salf-
requlation of the training process in companies. Further, the training of comparmy-
based trainers is a matter for indrvidual companies or for individual traingrs. In
general, it appears that thereis relativaly littla training of trainers, and that work-
based trainers and mentors are appointed on the basis of their experience and
seniority. In hMontaneagro, for example, itis reportad that only the larger companies,
such as Fromonta, Telenor and Telecom, train their trainers and that they send their
trainers on axternal courses.

In Turkey, however, company-based training is regulated by statute™. Company
training centres are well established and are sometimes made available for the
training of vocational teachers through national protocols or local agreements.
Furthermore, the linistry of Mational Education does fund and provide initial
training for masters to manage apprenticeships. Trained mastars are mandatary

for companias that take on the responsikility for training apprenticeships. Inthe
former Yugoslay Bepublic of Wacedonia the Chamber of Crafts runs a haster Bxam
for craftsmen that qualifies them o supervise apprentices. Howewer, no training

is offerad, and applicants must pay their own fees. Turkey s the only country in

tha ragion with & substantial proportion of young people currenthy participating
extensively in work-based learming. In the formerYugoslay Republic of Macedonia
professional standards have bean developed for compary-hased trainars supenvising
school students and, through an IFA Twinning project in 2012, a group of company-
based supervisors of work-based learning recerved 50 hours of training within the
frameawork of a projact.

In Montenegro and Serbia the chambers of commerce, with employer organisations,
provide accredited training programmes. However, the rasearch found little evidencea
that government agencies, chambers, professional assodations, or company or
sector associations are engaged in the provision or development of training for
compary trainers. In hMontenegro thara is an accradited programme addrassing
andragogic skills for all adult educators . However, this programme is largely used

by staff working at public adult education centres rather than those working in
companies.

A Lawy 3208 on vocational Education.
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A number of projects, usually financed by international donors, have brought
together private and public-sector organisations to carry out training. Somelarge
publichy cvwened companies have established and accradited training programmes for
their cven staff that may also serve trainers.

Box 12.1: Public-private troining partnerships in Kosovo

Tha Training Cente of Kosovo Electrical Corporation (KEK), which is a public
company, has three programmes { Technical Training, Mon-Technical Training, Jokb
Safetyl accredited by the Ministry of Education, Science and Technology for its
staff and also for VET students and teachers. The ministry's Division for Adult
Education, in cooperation with OV International, the Ministry of Labour and the
IUniversity of Frishtina, has provided fraining for 57 frainers wiorking for regional
training centres.

Source: Kosowo ratioral report (Lika), 2016)

12.1 Recommendcations

Across the region thare is a need to raise awareness and understanding of
the role of company trainers and to explore the need for training and for widear
professionalisation.

Where thare is a commitment to expand work-ba sed learming, including
apprenticeships, it will ba necessary to review the competences of work-based
mentors and, if appropriate, offar initial and continuing training and accreditation .

+ Thegood practice that resides in projects could be shared more widely in order
to support the professionalisation of company-based trainers.

+ Chambers and busingss and professional associations should be supported to
dewelop, coordinate and recognise training for company-based and professional
trainers.
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CONCLUSIONS

In conclusion, the CPD of vacational teachers funlike that of company trainers) has a
high profile in policy making. In all of the countries we find some CPD programmes
twihich are valued by teachers) and a commitment by policy makers to improve
some of the main elements of a system of CPD. Raw participation rates in the
highest-parforming countries in theWeastern Balkan and Turkey region are higher
than EU averages, although the average number of hours per teachear is relativaly
loney. Howwenver, there are systemic dysfunctions (e.g. with respeact tolicensingl, as
wigll a5 missing system elements {e.g. use of neads analysis). Thare are substantial
issues around the guality and relevance of provision, as well as a lack of data and
an cverdependence on formal modes of training. A5 a result, thereis a lack of
efficienay and afficacy.

on the positive side, there are many teachers who have an inftrinsic commitment
toimproving their teaching through CPD. A climate of educational reform, naw
infarmation technologies, generous donar funding and international exchange of
practice all support and inform improvernent. The challenge faced in all countries is
to rerenginaear key CPD systern actors — for example, the contribution of schoaols,
businesses, independeant training providers, the teaching profession and local
authorities — while coordinating provision with the ongoing educational and social
reform agenda.

In general, long-term progress is likely to belinked to decentralisation, through
which the central state empowers and regulates actors rather than provides and
assigns CEFD. Only in this way can professional development be closealy related to
training needs, to improvements in teaching and learning and to better outcomes
for students and employers. Howevar, at this time the state remains the kay agent
for change through its control of resources, its regulatory powers and its prestige.
A ke challengeis for the state towork in partnership with other actors so that, in
time, they bacome capable and motivated to take on responsibilities or functions
that are currently absent or deficient.
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ACRONYMS

CPD Continuing professional development

DGTT Directorate General for Teachear Training {Turkes)

DGVET Directorate General forVocational Education and Training

ETF Eurcpean Training Foundation

EL European Union

Glz Deutscha Gesellschaft fur Internationale Zusammenarbait
{formerly GTZ)

ICT Infarmation and communication technalogy

IPA Instrument for Fre-aceession Assistance

IOVET Improwving the Quality of Vocational Education and Training
in Turkery

NGO Mon-governmental organisation

OECD Organisation for Economic Cooparation and Developmeant

TALIS Teaching and Learning International Survey (OECD)

USAID Linited States Agency for International Davelopment

VET Wocational education and training

WBT Wastarn Balkans and Turkey

COUNTRY CODES

Al Albania

BA Bosnia and Herzegovina

ME flontenegro

MIK* the former YU goslay Republic of hMacedonia
RS Serbia

TR Turkey

M+ Foscvo

*Twodatter code yvat to be defined The provisional cods MK doss notaffect the definitive
denomiration of the country to be attributed after the conclusion of the negotiations currently
taking place in the United Mations. XK is the provisional code used by Eurostat
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This stucly examines the provision of continuing
profassional development for vocational taachars and
trainars across the saven countrias that make up the
region of the Western Balkans and Turkey. The study
aims to inform palicy makers and responsikble agencies
about the extent and charactar of provision but also to
reveal how this provision is shaped and contextualised
by the regulations and institutions that undearpin it in

aach country.
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