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Executive summary
Teachers are professionals whose mission is to prepare new generations of citizens to take an active and
responsible role in building together better societies. To do so, teachers need to listen and be receptive
to the beats of the hearts of the societies and cultures, discerning both the values worth maintaining and
the emerging signs of new beginnings that should be nurtured.

Ten years have gone by since the publication of the last Tuning reference points in the field of Teachers
Education and a big change has been experienced in these years in the development of our societies. The
year 2015 was one of the landmarks for education: it offered a framework of indicators to measure
development across the world, bringing with it the awareness of the level of inequalities and
discrimination that still exist. The call to leave no one behind presented a strong challenge for every citizen
and even more for anybody involved in education, for every teacher.
A further set of challenges have come from a drastic increase in complexity new generations have to face:
rapid technological developments, uncertainty brought about by the awareness of global warming and
climate change, a new discourse on and perception of the phenomenon of mobility, the rise of
radicalization and the challenges of information management in the post-truth societies.

Parallel to this, in higher education, the full potential of adopting a broader set of indicators of quality has
been realized. This has led to a revalorization of such educational goals as going beyond knowledge and
understanding to achieve the capacities of putting theory into practice, making informed judgments,
communicating effectively and appropriately, as well as engaging in learning throughout life. Especially
relevant for today’s world, and perhaps a key contribution of the Framework for LLL, is the highlighting
of responsibility as the essence of the wider competences. The transit from the Reference points in
Teacher Education of 2008 to the current publication can be understood as making a step from the
dominant role of knowledge and understanding – with an opening to skills – to an embracement and
incorporation of attitudes, values and particularly responsibility towards the society and the world.

The current publication is an outcome of collaborative work of a group of experts from a number of
European countries, supported by the Tuning Educational Structures in Europe within the frame of the
CALOHEE project. The Measuring and Comparing Achievements of Learning Outcomes in Higher
Education in Europe project has been co-financed and strongly supported by the European Commission
as part of its Action Programmes for Higher Education.

These guidelines propose a meta-profile for Teachers, expressed in six dimensions with their respective
general descriptors for the first and the second cycle (bachelor and master levels). These tables are
reference points for the design and delivery of individual degree programmes. They also offer a platform
for debate and reflection, as well as comparison and benchmarking of Teacher Education programmes,
fostering quality improvement and better qualified graduates. The result presented in this document is
complemented by the Assessment Reference Framework.
The Tuning-CALOHEE Teacher Education Subject Area Group
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TUNING Qualifications Reference Framework of General Descriptors in the Subject Area of Teacher Education
Explanation
The Subject Area Qualifications Reference Frameworks (Meta-Profiles) presented here are the outcomes of elaborations by groups of informed academics and students
and of consultations of a wide circle of stakeholders. The frameworks have been developed in the setting of the project Measuring and Comparing Achievements of
Learning Outcomes in Higher Education in Europe, which is an integral part of the TUNING initiative to modernize higher education.

The Reference Frameworks are based on a merger of the Qualifications Framework of the European Higher Education Area (QF of the EHEA) and the European
Qualifications Framework for Lifelong Learning (EQF for LLL). Their integration allows for combining two different philosophies and facilitates the use of the
frameworks presented here in different contexts. While the QF of the EHEA covers in particular the learning process, the EQF focusses on the preparation for life in
society and the world of work.

The descriptors in the Reference Frameworks are organized on the basis of ‘dimensions’. A dimension indicates a constructive key element, which defines a subject
area. Each subject area is based on a multiple of dimensions. These dimensions are linked to the five strands of the QF of the EHEA. By applying the categories of the
EQF for LLL each dimension involves three descriptors – knowledge, skills and autonomy and responsibility (‘wider competences’) -, which reflect a progressive level
of achievement.

The Subject Area Qualifications Reference Frameworks are meant to serve as a sound basis for defining the programme learning outcomes of individual degree
programmes of the first and second cycle (BA and MA). Basing the individualized sets of learning outcomes on the frameworks will guarantee that ‘standards’ which
have been agreed and validated internationally are fully respected. It also implies full alignment with the overarching descriptors of the two European Qualifications
Frameworks and, consequently, with the National Qualifications Frameworks. Templates in WORD are available on the CALOHEE website:

https://www.calohee.eu
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TUNING Qualifications Reference Framework of General Descriptors of a Bachelor Programme in the Subject Area of TEACHER EDUCATION (LEVEL 6)
QF EHEA
1st cycle
descriptors
I. Have demonstrated
knowledge and understanding
in a field of study that builds
upon their general secondary
education, and is typically at a
level that, whilst supported by
advanced textbooks, includes
some aspects that will be
informed by knowledge of the
forefront of their field of study

II. Can apply their knowledge
and understanding in a manner
that indicates a professional
approach to their work or
vocation, and have competences
typically demonstrated through
devising and sustaining
arguments and solving
problems within their field of
study
III. Have the ability to gather
and interpret relevant data
(usually within their field of
study) to inform judgements
that include reflection on
relevant social, scientific or
ethical issues

IV. Can communicate
information, ideas, problems
and solutions to both specialist
and non-specialist audiences

V. Have developed those
learning skills that are
necessary for them to continue
to undertake further study with
a high degree of autonomy

iv

SQF domain
dimensions
Level 6
(BACHELOR)

EQF descriptor Knowledge
Level 6
Advanced knowledge of a field of work or study, involving a critical
understanding of theories and principles

EQF descriptor Skills
Level 6
Advanced skills, demonstrating mastery and innovation, required to solve complex and
unpredictable problems in a specialised field of work or study

EQF descriptor Autonomy and Responsibility (Wider Competences)
Level 6
- Manage complex technical or professional activities or projects, taking
responsibility for decision-making in unpredictable work or study
contexts
- Take responsibility for managing professional development of
individuals and groups

1. Knowledge
management and
creation

Advanced knowledge of major conceptual
elements required of a teacher as knowledge
manager and creator

Ability to develop different types of thinking and apply
these to different situations determined by curricular,
pedagogical and policy needs

Capacity to envisage consequences of
position taking and commitment to act
with intellectual consistency

2. Design and
management of
processes of
learning, teaching
and assessment

Knowledge of classroom management and
syllabus design and enhancement: teaching,
learning and assessment processes

Ability to evaluate and select appropriate techniques
and strategies of classroom management and syllabus
enhancement: teaching, learning and assessment
processes

Capacity and commitment to ensure that
the different elements of the course
contribute to the development of desired
learner profile

3. Learner
empowerment,
potential and
creativity

Advanced knowledge of theories, strategies
and tools that can support learner
empowerment, and development of learner
fullest potential and creativity

Ability to apply theories, strategies and tools that can
foster the development of the fullest potential and
creativity of each learner

Capacity and commitment to contribute to
maintenance of contexts of engagement
with learner holistic growth and
development

4. Values and social
leadership

Advanced knowledge of different value
systems and of how to identify and promote
those which can foster the fulfilment of the
teacher’s professional mission

Ability to identify and implement approaches and
actions required to address the social needs; ability to
analyse consequences of different value choices and to
manage diversity

Capacity and commitment to build a sense
of social responsibility in the choices made
at personal, professional and contextual
levels and act on needs and potentialities
identified

Advanced knowledge of sources, tools,
mechanisms and main trends of personal
and professional updating

Ability to critically examine applied educational
research and improve own practice following
evidence based approaches

Capacity and commitment to act as a
critically reflective member of an
international teaching community that
values evidence-based practice

5. Communication

6. Development as
professionals and
life-long learners

Advanced understanding of different critical
elements, methods and tools for
communicating at the interpersonal level, as
well as in groups and society as a whole

Ability to identify and apply resources for improving
communication at different levels, as well as stay upto-date with ICT

Capacity and commitment to foster
transparency and responsibility in
interpersonal interactions, in teams and
groups, as well as in social media

TUNING Qualifications Reference Framework of General Descriptors of a Master Programme in the Subject Area of TEACHER EDUCATION (LEVEL 7)
QF EHEA
2nd cycle
descriptors

I. Have demonstrated
knowledge and
understanding that is
founded upon and extends
and/or enhances that
typically associated with …
II. Can apply their
knowledge and
understanding, and
problem solving abilities in
new or unfamiliar
environments within
broader (or
multidisciplinary) contexts
..
III. Have the ability to
integrate knowledge and
handle complexity, and
formulate judgements with
incomplete or limited
information, but that
include reflecting on social
and ethical responsibilities
linked to the application of
their knowledge and
judgements

IV. Can communicate their
conclusions, and the
knowledge and rationale
underpinning these, to
specialist and nonspecialist audiences clearly
and unambiguously
V. Have the learning skills
to allow them to continue
to study in a manner that
may be largely self-directed
or autonomous

SQF domain
dimensions
Level 7
(MASTER)

EQF descriptor Knowledge
Level 7
- Highly specialised knowledge, some of which is at the forefront
of knowledge in a field of work or study, as the basis for original
thinking and/or research
- Critical awareness of knowledge issues in a field and at the
interface between different fields

EQF descriptor Skills
Level 7
- Specialised problem-solving skills required in research and/or
innovation in order to develop new knowledge and procedures and
to integrate knowledge from different fields

EQF descriptor Autonomy and Responsibility (Wider Competences)
Level 7
- Manage and transform work or study contexts that are complex,
unpredictable and require new strategic approaches
- Take responsibility for contributing to professional knowledge and
practice and/or for reviewing the strategic performance of teams

Highly specialised knowledge of classroom
management and curriculum design and
enhancement: teaching, learning and
assessment processes

Ability to integrate knowledge from different
fields in order to solve problems and identify
innovative approaches for knowledge creation
and management

Capacity to contribute to creation of new frames,
theories and policies in order to respond to
complex, unknown and unpredictable situations

2. Design and
management of
processes of
learning, teaching
and assessment

Highly specialised knowledge of major
frames and theories that shape knowledge
creation in the discipline and neighbouring
fields at international level

Ability to evaluate and select innovative
techniques and strategies of classroom
management and curriculum enhancement:
teaching, learning and assessment processes

Capacity and commitment to lead and coordinate
educational teams in search for innovative
learner-centred means to reach the desired
learner profile

Highly specialized knowledge of forefront
theories, frames, strategies and tools that can
support learner empowerment, and
development of learner fullest potential and
creativity

Ability to identify the most contextuallyappropriate theories, strategies and tools that
can foster the development of the fullest
potential and creativity of each learner

Capacity and commitment to create cultures of
engagement with learner holistic growth and
development

1. Knowledge
management and
creation:

3. Learner
empowerment,
potential and
creativity
4. Communication

5. Values and social
leadership

6. Development as
professionals and
life-long learners

Comprehensive understanding of principles
and tools of intercultural and
interdisciplinary communication, as critical
understanding of the use of social media and
communication technologies
Critical awareness of the multiple complex
aspects that interrelate in the process of
educating ethically responsible citizens
Advanced knowledge of sources, trends,
possibilities and research methodologies
that can be used for personal and
professional updating

Ability to identify and apply resources for
achieving successful and appropriate
communication in intercultural and
interdisciplinary teams, including through the
use of social media and communication
technologies
Ability to design and implement educational
methods, instruments and projects in order to
foster the development of civic competences at
the school level and beyond
Ability to systematically follow applied
educational research and participate in
international collaborative endeavours aimed
at professional development

Capacity and commitment to foster cultures of
transparency and responsibility in interpersonal
interactions, in teams and groups, as well as in
social media
Capacity and commitment to critically analyse and
act on present and future challenges and/or
development possibilities in order to contribute to
the creation of an inclusive society through
communal educational projects
Capacity and commitment to foster the culture of
evidence-based practice enhancement, as well as
personal and professional updating through
engagement in educational and professional
development projects
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1. General introduction
The Tuning Guidelines and Reference Points 2018 for the Design and Delivery of Degree Programmes in
Teacher Education is a new edition of a document published nearly ten years ago (2009). However, it is
not a direct successor. While the previous document covered both Educational Sciences and Teacher
Education, this edition concentrates on the last field of study. This was preferred, because of the quite
different orientations of both.

The original publication, prepared by an international group of academics and validated by independent
international peers, has proven its importance as a primary source of information and a stimulus for
reflection among stakeholders. An update was thought necessary, because in recent years, both the
subject area and society have changed considerably. Since this brochure serves as an international
reference point in the European Higher Education Area (EHEA), it is essential that it represents the
current state of affairs.
This new edition of the Tuning Guidelines and Reference Points, concerns degree profiles and the tasks
and societal roles graduates will take on, but also show how different degrees fit into the wider context
of overarching qualifications frameworks. In other words, which are the essential elements that
constitute a particular subject area in higher education? Among other aspects, these Guidelines include
general descriptors for the first and the second cycles, the bachelor and master, presented in easy-toread tables, and are meant to be used as reference points for the design and delivery of individual degree
programmes. According to the Tuning philosophy, each degree programme has its own unique profile,
based on the mission of the institution and taking into account its social-cultural setting, its student body,
and the strengths of its academic staff.
The Guidelines and Reference Points are the outcome of a long and intense collaboration, starting in 2001,
in conjunction with the early phases of the Bologna Process, which has now come to include 48 European
countries. They are a result of the grassroots university-driven initiative called Tuning Educational
Structures in Europe, or simply ‘Tuning’, that aims to offer a universally useful approach to the
modernisation of higher education at the level of institutions and subject areas. The Tuning initiative has
developed a methodology to (re-) design, develop, implement and evaluate study programmes for each
of the Bologna cycles. Validated in 2007-2008 by a large group of respected academics from numerous
academic sectors it still stands.

The Tuning methodology is based on the student-centred and active learning approaches it has promoted
since its very launch. Tuning’s mission is to offer a platform for debate and reflection which leads to
higher education models able to ensure that graduates are well prepared for their societal role, both in
terms of employability and as citizens. Graduates need to have obtained as the outcome of their learning
process the optimum set of competences required to execute their future tasks and take on their expected
roles. As part of their education, graduates should have developed levels of critical thinking and
awareness that foster civic, social and cultural engagement.
Using the Tuning reference points makes study programmes comparable, compatible and transparent.
They are expressed in terms of learning outcomes and competences. Learning outcomes are statements
of what a learner is expected to know, understand and be able to demonstrate after successful completion
of a learning experience. According to Tuning, learning outcomes are expressed in terms of the level of
competence to be obtained by the learner. Competences represent a dynamic combination of cognitive
and meta-cognitive skills, knowledge and understanding, interpersonal, intellectual and practical skills,
and ethical values. Fostering these competences is the object of all educational programmes.
1

Competences are developed in all course units and assessed at many different stages of a programme.
Some competences are subject-area related (specific to a subject area), others are generic (relevant for
many or all higher education degree programmes). According to the Tuning philosophy, subject specific
competences and generic competences or general academic skills should be developed together.
Normally competence development proceeds in an integrated and cyclical manner throughout a
programme.

The initial core competences of the subject area were identified in a consultation process involving four
stakeholder groups – academics, graduates, students and employers – during the period 2001-2008.
Since then similar consultation processes have been organised in many other parts of the world: these
have been taken into consideration in developing this new edition. This edition has been elaborated as
part of the CALOHEE project (Measuring and Comparing Achievements of Learning Outcomes in Higher
Education in Europe), co-financed and strongly supported by the European Commission as part of its
Action Programmes for Higher Education. The CALOHEE project aims to develop an infrastructure which
allows for comparing and measuring learning in a (trans)national perspective. Besides updating and
enhancing the reference points brochures it has also developed Assessment Reference Frameworks
which offer even more detailed descriptors than those presented in this document.

To make levels of learning measurable, comparable and compatible across Europe academics from the
single subject areas have developed cycle (level) descriptors expressed in terms of learning outcomes
statements. In this edition, for the first time these are related one-to-one to the two overarching European
qualifications frameworks, the ‘Bologna’ Qualifications Framework for the EHEA (QF for the EHEA) and
the EU European Qualifications Framework for Lifelong Learning (EQF for LLL). In the CALOHEE project
these two meta-frameworks have been merged into one model to combine ‘the best of two worlds’. While
the EQF for LLL is focused on the application of knowledge and skills in society, the focus of the QF for
the EHEA is more related to the learning process itself: it applies descriptors which cover different areas
or ‘dimensions’ of learning: knowledge and understanding, application of knowledge and understanding
in relation to problem solving, making judgments, communicating information and conclusions, and
finally, knowing how to learn.

In developing the CALOHEE Tuning model, we realised that ‘dimensions’ are an indispensable tool,
because they make it possible to distinguish the principal aspects that constitute the subject area.
Dimensions help give structure to a particular sector or subject area and also make its basic
characteristics more transparent. Furthermore, the ‘dimension approach’ is complementary to the
categories included in the EQF for LLL, which uses the categories of knowledge, skills and competences
to structure its descriptors. Thus, in CALOHEE terms, the three columns correspond to a ‘knowledge
reference framework’, a ‘skills reference framework’ and a ‘competency reference framework’, linked by
level. The last column, the ‘competency reference framework’, refers to the wider world of work and
society and identifies the competences required to operate successfully in the work place and as a citizen.
It builds on the first two elements: knowledge and understanding and the skills necessary to develop and
apply this knowledge.
In addition to addressing cycle-level descriptors, Tuning has given attention to the Europe-wide use of
the student workload based European Credit Transfer and Accumulation System (ECTS) to ensure the
feasibility of student-centred degree programmes. Some ten years ago it transformed the original credit
transfer system into a transfer and accumulation system. According to Tuning, ECTS not only allows
student mobility across Europe and in other countries as well; it can also facilitate programme design
and development, particularly with respect to coordinating and rationalising the demands made on
2

students by concurrent course units. In other words, ECTS permits us to plan how best to use students'
time to achieve the aims of the educational process, rather than considering teachers' time as the primary
constraint and students' time as basically limitless.

The use of the learning outcomes and competences approach implies changes regarding the teaching,
learning and assessment methods. Tuning has identified approaches and best practices to form the key
generic and subject specific competences. Some examples of good practice are included in this brochure.
More detailed examples can be found in the subject area based Assessment Reference Frameworks.

Finally, Tuning has drawn attention to the role of quality in the process of (re-)designing, developing and
implementing study programmes. It has developed an approach for quality enhancement which involves
all elements of the learning chain. It has also developed a number of tools and identified examples of good
practice which can help institutions to improve the quality of their degree programmes.

This publication reflects the outcomes of the work done by the Subject Area Group (SAG) in Teacher
Education which was established in the context of the CALOHEE project. They are presented according
to a fixed template used for all Tuning Guidelines and Reference Points brochures to facilitate readability
and rapid comparison across the subject areas. It aims to provide, in a succinct manner, the basic
elements for a quick introduction into the subject area and shows in synthesis the consensus reached by
a subject area group after intense and lively discussions in the group.
We hope that this publication will be of interest to many, and look forward to receiving comments and
suggestions from the stakeholders, in view of further improvement.
Tuning-CALOHEE Management Team,
Robert Wagenaar, CALOHEE project-coordinator
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2. CALOHEE Teacher Education Group
These frameworks and the accompanying booklet were prepared by the Teacher Education group of the
CALOHEE project – Measuring and Comparing Achievements of Learning Outcomes in Higher Education
in Europe 1. The CALOHEE Teacher Education group built on the work of the Education Subject Area
Group (SAG) of the Tuning Educational Structures in Europe project (2016-2018), “Reference points for
the design and delivery of degree programmes in Education”. However, from the very start the new group
took a decision to focus on Teacher Education degrees in particular, which explains the more narrow
focus of the present frameworks and the revised edition of the booklet.
None of the CALOHEE Teacher Education group members formed part of the original Tuning EU Teacher
Education SAG, 2 but it is hoped that the new documents respect the spirit of the original version and
might be of comparable use for all those working hard to improve teacher education degrees throughout
Europe and beyond.

All the group members contributed to the two assessment frameworks and the different sections of the
booklet and their details are listed above in “The Tuning CALOHEE Teacher Education Subject Area Group
(2016-2018)”. For some sections it was considered appropriate to also indicate the names of those
responsible for writing up the new version of the texts. After seeking feedback from the project Outer
Circle members and other relevant stakeholders, the various enhancement suggestions and contributions
were edited and amalgamated by the group coordinators, Julia M. González Ferreras and Maria Yarosh.

https://www.calohee.eu/
We would like to express particular gratitude to the original Tuning EU Education SAG members for having
initiated the process of establishing common understanding of and dialogue about the core of Teacher Education
and other Education degrees in Europe. You can find their names and details as they appeared in the original
publication in Appendix 3.

1
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3. Introduction to the Subject Area of Education
Hatice Sofu, Ana Belén Sánchez García, Lina Pečuilienė and Jacek Romaniuk
The essence of education is that it is an open-ended process, one of becoming and developing. It is a
fundamental human activity and right involving the creation and transmission of knowledge, the
development and transmission of culture, the enhancement of thinking skills, especially reasoning and
problem-solving skills (Molnár et al., 2017) and personal development, and the guarantee of social
justice in the society. It is an integral aspect of all societies in all epochs and places. It may take place in
formal, non-formal or informal settings.

McKinsey & Company investigated the features and factors of the most successful education programs
in Asia, Europe, North America and the Middle East as evaluated by the OECD Programme for
International Student Assessment (PISA) survey conducted in 2006 and 2007. Based on the results
certain education systems achieve substantially better outcomes than others because they are getting
more talented people to become teachers, they are developing these teachers into better educators,
and they ensure that these educators work consistently with every child in the system (Barber &
Mourshed, 2007). The teacher quality is the most important factor in an education system, whose
effectiveness determines the possibilities in the economic development (OECD, 2010; Chetty,
Friedman, & Rockoff, 2011; Hanushek, 2011).

Resources should be targeted to knowledge-intensive, knowledge-based training institutions and
knowledge-rich teacher development centres. In sectors with a fast-paced accumulation of knowledge
there is no time to wait for new knowledge to be incorporated; it must be transferred to practical
application almost as soon as it emerges. In 2015, PISA still reported that countries should prioritise
policies to improve teacher quality to ensure a well-qualified teaching workforce 3 that is able to
prepare students for the knowledge economy by enhancing their 21st century skills (e.g. creativity,
information management, communication, collaboration, the ability to direct one’s own work and
learning; Kozma, 2008).
All of the subject groups in CALOHEE are concerned with education in this sense. However, the
Education subject area brings with it, in a broader and at the same time deeper sense, a special
expertise in teaching, learning and assessment to the work of CALOHEE.

In spite of its centrality in human societies, the first professorship of pedagogy was not established in
Europe until 1779 – in Germany at the University of Halle (Kroksmark, 1993; Kansanen, 1995). The
advancement of Education as a discipline followed slowly; for example, it was not until 1908 that the
first Chair of Education was founded in Sweden in Uppsala University and the subject only became
widely recognized in the university systems in Europe in the late 19th and early 20th centuries when
most of the leading universities established Chairs of Didactics, Pedagogy or Education, or Departments
of Education. At this time, colleges of Education specifically and exclusively devoted to the education
and training of teachers were also introduced as part of many European higher education systems.
Similar processes were under way in the United States with the establishment of the first permanent
Chair of Education in 1879 at the University of Michigan, to be gradually followed by others, including
Harvard in 1892 (Poret, 1936).

3
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The establishment of Education in the higher education systems of Europe and North America was a
response to the development of mass systems of formal education throughout each continent. This
development consequently created the need to provide systematic education or training for the
teachers who would be working in the schools, and a scientific knowledge base that would inform
professional practice and provide evidence for the expansion, evaluation and monitoring of systems.
As it developed, Education as a discipline drew on applied theories, conceptual frameworks, and
research methodologies from the social sciences and from a number of areas in the humanities.
Education is a subject of study in a number of different disciplines. However, it is also an academic
discipline in its own right. It is sometimes described as a multi-disciplinary subject, which interacts
with a range of other disciplines such as psychology, sociology, philosophy, applied linguistics,
curriculum studies, social and policy studies, social anthropology and history. Education as a subject is
primarily divided into two broad but closely linked fields: a scientific one ‘Education Sciences’; and a
professional also practical one ‘Teacher Education’. Other professional fields have also developed in
Education such as guidance counselling and educational, or school, psychology. In some countries, the
latter may be included under the broad rubric of Teacher Education, while in others guidance
counselling and educational psychology may be classified separately. Education is now a major subject
in higher education (HE) in Europe, accounting for rather more than 10% of all students.

As evidence-based decision making plays an increasing role in education, international organizations
such as UNESCO, OECD (see e.g. PISA, TALIS – Teaching and Learning International Survey), IEA (TIMSS
– Trends in International Mathematics and Science Study, PIRLS – Progress in International Reading
Literacy Study) and the European Commission periodically assemble, compile and present statistics on
education both within individual countries and internationally, including statistics on Teacher
Education and those which may be utilized in the scientific analysis of education systems. 4 These
statistics are very influential in policy development at a national level, since the quality of education
strongly influences the developmental possibilities in economy. At the national level, governments both
regulate and provide official statistics on their systems. Technical rationality, performance orientation,
life-long learning and managerialism have increasingly come to dominate official commentary and
debate on education in many European countries. However, because of the human focus of the subject
in both Education Sciences and Teacher Education, moral and ethical values are highly prioritized and
are of central importance to academics, practitioners, employers and the general public. “Investment
in education is a priority area within the context of Europe 2020-the EU’s growth strategy for the
current decade.” (European Commission/EACEA/Eurydice, 2015).
3.1 Teacher Education
In many ways it is difficult to separate Teacher Education and Education Sciences as the Education
Sciences are fundamental to Teacher Education and there is considerable overlap between the two.
Teacher Education involves the study of education in the broadest sense and includes many of the
aspects described under Education Sciences. The main difference between the two areas is the very
specific professional focus of Teacher Education and the more research-based focus in Educational
Sciences.
4

For an understanding of how international statistics on education are compiled and compared for different
education systems see the International Standard Classification of Education (ISCED 1997) classification; available
online at: http://www.unesco.org/education/nfsunesco/doc/isced_1997.htm
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Teacher Education is now at the heart of the European project and key policy documents have
emphasized the necessity for it (and for teaching) to be firmly grounded in research and evidence from
Education Sciences (see e.g. Commission of the European Communities, 2007; Europa, 2007; European
Commission, 2005; Eurydice, 2004; OECD, 2005; Niemi, 2005). The Lisbon Agreement (2000) has set
out to make Europe the most competitive, digital, knowledge-based economy in the world by 2010, and
it also aims to bring about greater social cohesion through economic reforms. The modernization
agenda supports higher education systems in Europe in responding to the needs of our knowledgebased economy and society. The social and economic environment where skills and competences are
acquired through higher education is really important. It is a societal imperative to expand
opportunities to higher education (European Commission/EACEA/Eurydice, 2015).
European Commission made a specific mention of teachers and aimed to use community programmes
to foster their mobility, to remove obstacles to mobility, to bring about greater transparency in the
recognition of qualifications, and to attract high quality teachers (paragraph 26). The Bologna
Declaration (1999) also aimed to increase competitiveness (specifically in higher education) but
contained more overt and developed statements on the role of the knowledge society in fostering
human growth, European citizenship and the development and strengthening of stable, peaceful and
democratic, societies. As it was not managed to fulfil the aims regarding education, the Lisbon
Agreement II (Europe 2020 strategy) put education and high quality teacher training again in focus and
at the same time highlighted the importance of computer-based diagnostic and summative assessment
as bases of accountability. Teaching and Teacher Education have become key elements in delivering
these European aims. One reason for this is that the size of the teaching workforce is considerable and
teaching is an important source of employment for graduates in all European countries. On average, in
the OECD countries teachers constitute about 2.6 % of the total labour force and teaching is the largest
single employer of graduates (OECD, 2005: 27).

The European Commission has set out proposals to improve the quality of Teacher Education in the
EU, since the quality of teacher knowledge, skills, and attitudes are directly related to the learners’
attainment. Teacher education is important because it can project its impact upon teacher quality
(Musset, 2010; Barrera-Pedemonte, 2016) and it also ensures that teachers are competent and stay
motivated (Eurydice, 2004). The way to improve educational quality is to provide initial teacher
education. Teacher training consists of a continuum of Initial Teacher Education (ITE), Early Career
Support (ECS) and Continuous Professional Development (CPD). 5

Teacher education can have a strong impact on the quality of the teachers and as the quality of the
educational system cannot be better than the quality of its teachers (see e.g. Barber & Mourshed, 2007;
Hattie, 2009; Snoek et al., 2011), the quality of teacher education strongly determines the quality of the
educational system because there is evidence of correlation between teacher quality and student
performance (Eliot, 2003; Goe, 2007; Darling-Hammond, 2000). An effective teacher training
programme is inevitable in the recipe of developing a good working educational system that prepares
their students for 21st century expectations. Therefore, teacher training is an objective on the political
agenda in most European countries and reforms generally target the challenges encountered.
One comprehensive study investigating the challenges teachers encounter conducted by OECD in order
to compare how countries prepare teachers for multiple challenges in their working environment is
the Teaching and Learning International Survey (TALIS, 2008 and 2013 see Jensen et al., 2012; OECD,
5

http://www.europarl.europa.eu/RegData/etudes/STUD/2014/529068/IPOL_STU(2014)529068(SUM01)_EN.pdf
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2016; Barrera-Pedemonte, 2016), with the participation of 24 countries in 2008 and 34 countries in
2013. Considering that teacher professionalism is a combination of a) necessary knowledge of teaching
covering both in-service and pre-service training, b) autonomy referring to the teachers’ decision
making skills, and c) peer networks, some findings indicate that

- teachers receive more support for pre-service than in-service training,
- they do not receive financial support for in-service training,
- teachers’ decision making is limited to two out of five aspects questioned,
- teachers get feedback mostly from peers.
The results of the survey show that as there are similarities among the countries, there are also
important differences across school levels. For example, high needs schools such as schools dealing
with second language learners, students with special needs and students who are socio-economically
disadvantaged put a higher demand on educators compared to low needs schools. However,
investment in teachers is expected to help them overcome these challenges.

The Commission has argued that high-quality teaching is a prerequisite for high-quality education and
training, which are in turn a powerful determinant of Europe’s long-term competitiveness and capacity
to create more jobs and growth. Teacher Education provides a link between the economic and
democratic projects of the EU (Commission of the European Communities, 2007). This has been clearly
articulated at a European level by the work of the Education and Culture section of the European
Commission, which has overseen a number of very influential research and policy reports.

The Commission has adopted a broadly-based competence approach to teaching and Teacher
Education. In its ‘Common European Principles for Teacher Competences and Qualifications’ 6 and in
‘Improving the Quality of Teacher Education’, 7 the Commission envisages that teaching should be a high
status, high reward, well-qualified profession in which every teacher should have the opportunity to
continue their studies to the highest level. Teachers, it argues, should be lifelong learners and be able
to understand the factors that create social cohesion and exclusion in society. They should also be
aware of the ethical dimensions of the knowledge society and Teacher Education should be an object
of research. All of this would suggest an approach in Teacher Education that is reflective, analytical and
critical, enquiry-, research- and knowledge-based and would be on a par with advanced studies in any
of the professions. A teacher training programme that integrates a teacher model with a researcher
model not only encourages but also substantially speeds up the continuous renewal of education
(Kárpáti, 2009). The analytical, research-based work of teacher educators, would, as envisaged in this
document, be conducted in partnership and collaboration with schools and other stakeholders.

Teacher Education should ensure that teachers have extensive subject knowledge, a sound knowledge
of pedagogy, the ability to convey knowledge, the skills and competences required to guide, support
and prepare learners for life-long-learning (e.g. good communication skills), professional development
attainment and an understanding of the social and cultural dimensions of education. However, it is
impossible to define common teaching practices that have an impact on student performance since
what counts as an effective teaching strategy varies by student age group, personality, learning ability
and social background, and different strategies call for different teacher skills. The teaching profession
requires a range of qualifications (i.e. teachers should be graduates from a higher education institution
or equivalent).

http://www.cedefop.europa.eu/en/news-and-press/news/common-european-principles-teacher-competencesand-qualifications
7 https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=celex%3A52007DC0392
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The Commission has further argued that it is now increasingly accepted that, as with any other modern
profession, teachers have a responsibility to extend the boundaries of professional knowledge. They
suggest that this might mean taking time to reflect upon the methods they use and adapt them if
necessary; it might mean taking part in research in the classroom to find out in what ways methods are
effective. It will certainly mean keeping up to date with the latest research in their fields, and in
pedagogy and the science of teaching throughout their careers (Europa, 2007) and thus systems of
education and training for teachers need to provide the necessary opportunities of preparation for this,
including digital learning materials. This necessarily means that teachers should be able to understand
English-language texts, they should be able to find accurate research and teaching materials on the
internet and they must be equipped with adequate skills in using ICT to solve problems. Teacher
Education should be seen as a continuum, which includes initial Teacher Education, induction and
continuing professional development (European Commission, 2005; OECD, 2005, 2015).
These are important policy developments for higher education as, in all countries, initial Teacher
Education is located in universities or other higher education institutions. The Commission has argued
the need for reform of Teacher Education in order to achieve the ambitions of the Lisbon agenda
(Eurydice, 2004). In fact, Teacher Education – and particularly initial Teacher Education – has been the
subject of major reforms in many countries throughout the EU since the early 1990s. Research-based
teacher training was put in the spotlight thanks to the spectacular achievements of the Finnish
education system (Niemi & Jakku-Sihvonen, 2006). Changes in initial Teacher Education have included
changes in admission requirements; in the structure, length and level of programmes; in course
content; in institutional autonomy; and in professional training and quality standards (Eurydice, 2005).
In the case of Teacher Education, reforms involve a number of subject areas apart from Education (e.g.
mathematics, languages and literature, science, social sciences, arts, etc.) since teachers in formal and
non-formal education settings work at early childhood, primary, lower and upper secondary or
vocational levels.8 Given the centrality of teaching and Teacher Education within rapidly changing
European societies, the reform process for both continues to be on-going, and ‘bottom-up’ (i.e.
generated through research and reflexivity within the profession) as well as ‘top-down’ (i.e. generated
through official policy).
Teacher Education is strongly regulated in most member states of the EU, and internal regulations may
not always be fully in tune with other regulations influencing higher education. Today in Europe all
secondary school teachers, almost all primary school and many pre-school teachers are educated to
first degree level or its equivalent. In many, if not most countries the curricular components and
standards of achievement follow national guidelines set by Ministries of Education or professional
bodies such as Teaching Councils, lending a degree of homogeneity to programmes. In others,
university autonomy takes precedence and there may be great disparities between courses in different
universities. However, future teachers must acquire a range of competences (Barrera-Pedemonte,
2016) comprising the knowledge, skills and attitudes necessary for achieving the highest academic
standards in their subject, in their areas of the curriculum, as well as being fully aware of the theory
and practice of Education relevant to the age-group they are to teach. They must be aware of the
national priorities in education and of teachers’ roles as professionals in fast changing and
unpredictable social contexts.

Initial Teacher Education courses at first or second cycle level are also provided for university teachers,
vocational college teachers, nurse tutors, in 50% of the countries represented in the Education Sciences working
group.
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The Education and subject-specific elements of Teacher Education courses may be organized along
concurrent or consecutive lines. A concurrent model is a programme in which academic subjects are
studied alongside educational and professional studies throughout the duration of the course. A
consecutive model means a programme of professional training in pedagogy and teaching of the
academic subject(s) that is taken after having completed a first degree in the subject(s) taught in
schools.

Throughout Europe, consecutive models tend to be more common in preparing secondary teachers
than primary teachers (OECD, 2005). For example, in some countries (e.g. Belgium, Lithuania, and
Turkey) teachers training institutes/faculties are responsible for subject matter and pedagogy courses
and the practicum period is also there applied. Whereas, in others, a three year education of subject
matter at a university plus one or two years of postgraduate programme is preferred (e.g. France, Spain,
the Netherlands). There are also non-degree teacher qualification programmes offered for BA or MA
holders in some countries (e.g. Lithuania) or countries have a non-divided teacher-training programme
with an extra year of teaching practice after obtaining the degree (Hungary).

The level of school a teacher can be recruited by may also be determined differently depending on
whether the candidate is a graduate of a BA or MA programme. For example, in Poland, a graduate of a
BA programme can teach at pre-school and primary schools and a candidate with an MA degree can
teach at all levels. It is generally agreed that both models should be options within a flexible Teacher
Education system (OECD, 2005) as it is the case e.g. in Poland, Belgium, Turkey, Lithuania, and Finland.

It is very hard to give an exact overview about the current situation regarding teacher training
programmes in Europe, because it can be best described with the term “continuous changes”. Between
2005 and today there has been an educational reform and parallel to that a teacher training reform in
the majority of the countries. The reforms have benefited the education of primary school teachers the
most and the least the education of secondary level teachers. It can be said that the European countries
typically train primary school teachers at the bachelor level, while lower and upper secondary school
teachers are trained at the master’s level built on bachelor education. It must be noted that, in the
majority of the countries lower and upper secondary schools teacher are trained together. In about
30% of the European countries, the two groups of teachers are trained basically differently, but have
gone through similar ways in their study and there are countries, where even this common ground is
not given, they train their future teachers for the different levels of educational system in completely
different manners (Stéger, 2014).

As is the case with Education Sciences, Teacher Education is promoted and supported at a European
level by international associations. The Association for Teacher Education in Europe (ATEE) is involved
in research, the promotion of best practice, and collaborative work in Teacher Education and has a
membership in over 40 countries (see http://www.atee.org/). The basic philosophy of another big
association – Comenius Association (18 members) – is to contribute to furthering the intercultural
dimension in training European teachers through the cognitive, behavioural, methodological,
pedagogic and linguistic domains.
There are important implications also from the European proposals outlined above for Teacher
Education programmes at second and third cycles. Most countries provide programmes of continuing
professional development for teachers, other Education professionals, health workers and others, but
they do not always lead to a higher qualification.9 However, degrees at second and third cycle level are
9

All of the recent European and OECD official documents referring to teaching and Teacher Education place a very
heavy emphasis on the importance of continuing professional development (CPD). The vast majority of European
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widely available for those who wish to take them up. The European Commission has recently pointed
out that, as with any other modern professions, teachers have a responsibility to ‘extend the boundaries
of professional knowledge through a commitment to reflective practice, through research, and through
a systematic engagement in continuous professional development from the beginning to the end of
their careers’ (Commission of the European Communities, 2007). Throughout Europe, higher education
institutions make a key contribution to this policy goal through second and third cycle studies in
Teacher Education.

Indeed many second cycle programmes in Teacher Education take on a broader remit and might rather
go under the name of Education Sciences. In the third cycle also the distinction between Education
Sciences and Teacher Education may often be somewhat blurred as doctoral studies in both Education
Sciences and in Teacher Education may be oriented toward scientific questions which have important
professional dimensions. Teachers with experience at all three levels of teacher training (BA, MA and
PhD) will be substantially more inclined to adopt the key elements of an education reform. The teacher
training programme that combines the teacher model with the researcher model not only encourages but
also substantially speeds up the continuous renewal of education (Kárpáti, 2009). In a number of
countries a new form of doctorate has been developed – the EdD – with a very explicit professional focus.

countries have policies which place a high value on CPD for their teachers and other educational professionals. In many,
evidence of CPD is essential for advancement or promotion in the career and a substantial proportion of teachers and
others engage in it. However, there is a great variation between countries in the degree to which CPD can be said to be
mandatory for continued registration/recognition as a teacher or other educational professional. In over half of the
European countries reviewed by the OECD there is no minimum requirement for teachers to engage in professional
development (OECD, 2005: 123-4).
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4. Qualifications in Teacher Education
Teacher Education degrees are organised differently in different countries and the level of variety is such
that little can be said by means of generalisation. Some countries have both Bachelor and Master degrees
in Teacher Education, others still have one long degree, while still others offer postgraduate degrees only,
which need to be taken after a graduate degree in a particular discipline (the subject(s) to be taught). The
last option is known as a consecutive model, where students first become specialists in the subjects to be
taught and later in education and pedagogy as such. The other option is the concurrent model, where
both subject(s) to be taught and how to teach these are studied in the framework of the same degree.
Both models coexist at the level of the EU and candidate countries; and even at the level of individual
member/ candidate countries. A general tendency towards the professionalization and stricter
requirements for those wishing to find employment as teachers has been reported (in comparison to the
situation outlined in the previous Tuning EU publication). Appendix 1 contains links to country-bycountry description of qualifications available in Teacher Education at national and sub-national levels.
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5. Teacher Education graduates’ typical occupations and tasks
Rodica Gabriela Enache & Jan van Tartwijk
Jobs
Compared with many other higher education programmes, Teacher Education prepares students for a
clearly defined profession for which clearly defined qualifications are necessary. These qualifications are
defined for bachelor or master level in most countries. Judging by the data from France, Germany,
Hungary, Italy, Latvia, Lithuania, the Netherlands, Poland, Romania, Spain and Turkey, most teacher
education graduates seem to actually work as teachers. 10
Tasks

In many countries (Italy, Hungary, France, Latvia, Turkey, the Netherlands, Germany, Romania and
Lithuania) in which tasks that teachers have to carry out are distinguished, a legal framework with
correspondent descriptions of tasks/competencies is available.
•

Actual Teaching

In all countries, tasks are defined that refer to actual teaching (preparing and delivering lessons, assessing
student work). Classroom management is distinguished separately in some countries (e.g. Hungary,
Latvia and the Netherlands) but seems to be regarded as a part of general pedagogical competencies in
most countries.
•

Education Design

Most countries mention designing education as a teacher task too. This seems to be in particular a task
for graduates at the master’s level.
•

Contribute to the development of students as persons

In some countries (Hungary, France, Turkey, and the Netherlands) it is explicitly a task of teachers to
contribute to the development of students into “good”, “moral” people or citizens.
•

Collaboration

For France, Latvia, Turkey, the Netherlands, Germany, Romania and Lithuania, collaborating with
colleagues or other stakeholders in educations (in particular) parents) is mentioned as a teacher task.
•

Professional development

For France, the Netherlands, Germany and Romania the professional development of teachers is
mentioned as a task itself.
•

Research & teacher education

In Italy, Turkey, Poland and Romania research and teacher education are mentioned as further tasks at
the master’s or higher level.

10

For country-by-country information, see Appendix 2. Occupations and Tasks
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6. The meta-profile of the teacher: dimensions, competences and
descriptors
Julia M. González Ferreras and Maria Yarosh

It is evident that, in the new paradigm of student centered learning, the role of the learner has changed
but consequently also the role of the teacher needs to be modified. Despite what the term might seem to
imply – that teachers are somehow less important, because it is the learner who is put in the center –
being a teacher has become, if anything, even more demanding. In reality, teachers are even more
necessary now that learners must develop not only knowledge but also competences, as well as learn to
take responsibility for their learning. The more learners need to achieve, the more knowledge, skills and
competences a teacher must have in order to be able to help learners achieve their goals.

The CALOHEE group of Teacher Education has tried to define the meta-profile of the “new” teacher. This
was done through agreeing on six critical dimensions, which interweave and complement each other, and
around which the teacher competences are organized to build the profile of the teacher we want and need
to help children and adolescents develop their full potentials and become responsible members of
societies.
The six dimensions are as follows:

Dimension 1: Knowledge management and creation

Dimension 2: Design and management of processes of learning, teaching and assessment
Dimension 3: Learner empowerment, potential and creativity
Dimension 4: Communication
Dimension 5: Values and social leadership
Dimension 6: Development as professionals and life-long learners
The term meta-profile was used in order to distinguish the construct from degree profile of each
individual Teacher Education programme. Meta-profiles identify and organise key “combinations of
competences that lend identity to subject area” (González & Beneitone, 2014: 23) and to the graduates
pursuing degrees in the subject area. Both degree profiles and meta-profiles “categorise, structure and
organise components into recognisable” clusters, illustrating inter-relations among the different
elements of the desired graduate profile (ibid). The distinctive feature of a meta-profile for a subject area
is that meta-profiles do not correspond to any particular degree profile, but rather reflect the key
elements all degrees in the subject area should seek to help students develop. Meta-profiles are mental
constructions that reflect agreements reached by academics from different institutions and often
different countries.

The six dimensions were identified after (1) discussing, comparing and contrasting the different national
and sub-national teacher education graduates’ profiles from the different project member countries and
(2) jointly reflecting on the future needs for the teacher profession. Each of the dimensions comprises 34 subsets, whose aim is to further delineate the core of the profile proposed. Each dimension can also be
understood through looking at associated competences. These were first formulated by the Tuning
Education Group some ten years ago, when they were consulted with a large number of different
stakeholders. However, apart from the time that has passed, the original list was made for a broader
context (Educational Sciences and Teacher Education together). It had, therefore, to be reinterpreted for
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a new context – both in terms of scope and historical moment. The CALOHEE Teacher Education group
also used two international qualifications frameworks as points of reference: the EQF for Lifelong
Learning and the Dublin Descriptors. The logic of formulating the levels of achievement in terms of
knowledge, skills and wider competences was adopted from the EQF for Lifelong Learning and guided
the formulation of descriptors for each dimension and sub-dimension. The five components of the Dublin
Descriptors, in turn, served as a guiding principle for ensuring the comprehensiveness of the meta-profile
and for identifying the key generic competences necessary to complement the desired graduate profile.
Below are two tables (for EQF Level 6 and Level 7) with the descriptors for knowledge, skills and wider
competences for each of the six dimensions. Descriptors for each sub-set can be found in the TuningCALOHEE Teacher Education Assessment Reference Framework, included in Chapter 7 of this publication.
Level 6

Dimension 1: Knowledge management and creation
--- frames, theories and policies --Knowledge
Skills
Wider competences
Advanced knowledge of major
Ability to develop different types
Capacity to envisage
conceptual elements required of of thinking and apply these to
consequences of position
a teacher as knowledge
different situations determined
taking and commitment to act
manager and creator
by curricular, pedagogical and
with intellectual consistency
policy needs
Dimension 2: Design and management of processes of learning, teaching and assessment
--- development and management of educational processes --Knowledge of classroom
Ability to evaluate and select
Capacity and commitment to
management and syllabus
appropriate techniques and
ensure that the different
design and enhancement:
strategies of classroom
elements of the course
teaching, learning and
management and syllabus
contribute to the
assessment processes
enhancement: teaching, learning
development of desired
and assessment processes
learner profile

Dimension 3: Learner empowerment, potential and creativity
--- supporting learner holistic growth and development --Advanced knowledge of
Ability to apply theories,
Capacity and commitment to
theories, strategies and tools
strategies and tools that can
contribute to maintenance of
that can support learner
foster the development of the
contexts of engagement with
empowerment, and
fullest potential and creativity of
learner holistic growth and
development of learner fullest
each learner
development
potential and creativity

Dimension 4: Communication
--- communication with different actors and in different contexts --Advanced understanding of
Ability to identify and apply
Capacity and commitment to
different critical elements,
resources for improving
foster transparency and
methods and tools for
communication at different levels, responsibility in
communicating at the
as well as stay up-to-date with
interpersonal interactions, in
interpersonal level, as well as in ICT
teams and groups, as well as
groups and society as a whole
in social media
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Dimension 5: Values and social leadership
--- ethics and social commitment --Advanced knowledge of different Ability to identify and
Capacity and commitment to build a
value systems and of how to
implement approaches
sense of social responsibility in the
identify and promote those
and actions required to
choices made at personal,
which can foster the fulfilment of address the social needs;
professional and contextual levels
the teacher’s professional
ability to
and act on needs and potentialities
mission
identified
analyse consequences of
different value choices
and to manage diversity

Dimension 6: Development as professionals and life-long learners
--- personal and professional updating --Advanced knowledge of sources, Ability to critically
Capacity and commitment to act as a
tools, mechanisms and main
examine applied
critically reflective member of an
trends of personal and
educational research and
international teaching community
professional updating
improve own practice
that values evidence-based practice
following evidence
based approaches

Level 7

Dimension 1: Knowledge management and creation
--- frames, theories and policies --Knowledge
Skills
Wider competences
Highly specialised knowledge of
Ability to integrate knowledge
Capacity to contribute to
major frames and theories that
from different fields in order to
creation of new frames,
shape knowledge creation in the
solve problems and identify
theories and policies in
discipline and neighbouring fields innovative approaches for
order to respond to complex,
knowledge creation and
at international level
unknown and unpredictable
management
situations
Dimension 2: Design and management of processes of learning, teaching and assessment
--- development and management of educational processes --Highly specialised knowledge of
Ability to evaluate and select
Capacity and commitment to
classroom management and
innovative techniques and
lead and coordinate
curriculum design and
strategies of classroom
educational teams in search
for innovative learnerenhancement: teaching,
management and curriculum
learning and assessment
enhancement: teaching, learning centred means to reach the
processes
and assessment processes
desired learner profile
Dimension 3: Learner empowerment, potential and creativity
--- supporting learner holistic growth and development --Highly specialized knowledge of
Ability to identify the most
Capacity and commitment to
forefront theories, frames,
contextually-appropriate
create cultures of
strategies and tools that can
theories, strategies and tools
engagement with learner
support learner empowerment,
that can foster the development holistic growth and
development
and development of learner fullest of the fullest potential and
potential and creativity
creativity of each learner
16

Dimension 4: Communication
--- communication with different actors and in different contexts --Comprehensive understanding of
Ability to identify and apply
Capacity and commitment
principles and tools of intercultural
resources for achieving
to foster cultures of
and interdisciplinary
successful and appropriate
transparency and
communication, as critical
communication in
responsibility in
understanding of the use of social
intercultural and
interpersonal interactions,
media and communication
interdisciplinary teams,
in teams and groups, as
well as in social media
technologies
including through the use of
social media and
communication technologies

Dimension 5: Values and social leadership
--- ethics and social commitment --Critical awareness of the multiple
Ability to design and
Capacity and commitment
complex aspects that interrelate in
implement educational
to critically
the process of educating ethically
methods, instruments and
analyse and act on present
responsible citizens
projects in order to foster the
and future
development of civic
challenges and/or
competences at the school
development possibilities in
level and beyond
order to contribute to the
creation of an inclusive
society through
communal educational
projects
Dimension 6: Development as professionals and life-long learners
--- personal and professional updating --Advanced knowledge of sources,
Ability to systematically follow Capacity and commitment
trends, possibilities and research
applied educational research
to foster the culture of
methodologies that can be used for
and participate in
evidence-based practice
enhancement, as well as
personal and professional updating
international collaborative
personal and professional
endeavours aimed at
updating through
professional development
engagement in educational
and professional
development projects
Below, each of the six dimensions is presented with its subsets and associated competences.
Dimension 1: Knowledge management and creation

1.1 Academic frames of the subject(s) to be taught
1.2 Educational theories

1.3 Policies and their implementation in an educational system

Associated competences:

 Demonstrate well-grounded knowledge of the subject(s) to be taught and understanding of the
profession
 Critically analyse educational theories and issues of policy in a systematic way
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 Identify potential connections between aspects of educational theory and educational policies
and contexts
 Understand the structures and purposes of educational systems

Dimension 2: Design and management of processes of learning, teaching and assessment
2.1 Curriculum development, evaluation and enhancement
2.2 Teaching and learning management
2.3 Group/classroom management

2.4 Assessment of learning and for learning

Associated competences:

Design and manage educational/developmental projects
Manage and evaluate educational programmes, activities and materials
Adjust the curriculum and educational materials to a specific educational context
Understand and apply educational theories and methodologies to promote learning
Create different contexts in which learning can take place and help learners integrate learning
from different contexts
 Use different teaching and learning strategies
 Design and implement varied strategies, based on specific criteria, to assess learning
 Create educational resources and assessment tools, making appropriate and critical use of
technology






Dimension 3: Learner empowerment, potential and creativity
3.1 Learner self-esteem and confidence
3.2 Learner motivation and resilience

3.3 Learner creativity and mastery of tools

3.4 Tutoring

Associated competences:

Recognize and respond to the diversity of learners and the complexities of the learning process
Design and implement education which integrates learners with different needs
Commitment to learners’ progress and achievement
Inspire and empower learners to develop their full potential as persons/individuals
Motivate and enable learners to develop their capacity for learning and collaborate with others
(colleagues, parents, legal custodians, etc.) to do so
 Help learners develop different types of intelligences
 Tutor and accompany learners, and refer them to other specialists when appropriate






Dimension 4: Communication

4.1 Interpersonal communication

4.2 Communication at group level

4.3 Social media and communication technologies

Associated competences:
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 Communicate both orally and through the written word in native language
 Communicate in a second language

 Know, communicate and implement the strategic mission of own institution/centre
 Communicate effectively with groups and individuals
 Work in teams, leading them when required, both in national and international context
 Use information and communication sources and technologies with a critical view

Dimension 5: Values and social leadership

5.1 Personal and professional ethics and values
5.2 Values and diversity
5.3 Social Commitment
5.4 Social leadership

Associated competences:

 Show awareness of equal opportunities and gender issues
 Provide education in values: gender equality, responsible citizenship, democracy, inclusion and
respect for environment; including through own behaviour
 Appreciation of and respect for diversity and multiculturality
 Develop learners’ intercultural competence
 Understand trends in education and be able to recognize their potential implications for society

Dimension 6: Development as professionals and life-long learners
6.1 Acting as learners

6.2 Acting as researchers

6.3 International dimension

Associated competences:

 Learn and stay up-to-date with learning
 Understand processes of development and change in the community and the implications for
the personal professional updating
 Do appropriate educational research in different contexts

To reiterate the points made above, the descriptors proposed are fully in line with the EQF for Lifelong
Learning. They are “generic statements of the outcomes of study” meant to provide “clear points of
reference that describe the main outcomes of a qualification” (Bologna Working Group on Qualifications
Frameworks, 2005: 30) – in this case the first and second cycle higher education degrees in Teacher
Education, regardless of specialization. They do not follow the logic of any national or sub-national
regulation, but reflect the features common to all national regulations, the core of the teacher education
degree, without which a graduate cannot be considered a teacher in any of the project member countries.
These descriptors are considered important since they represent collectively reached agreements built
in a moment of search for transparency, recognition and facilitation of mobility. They should be seen as
“a series of sequential steps (a developmental continuum), expressed in terms of a range of generic
outcomes, against which typical qualifications can be positioned” (Bologna Working Group on
Qualifications Frameworks, 2005: 42).
The meta-profile and the descriptors proposed are equally in line with the Dublin Descriptors. More
specifically, knowledge and understanding Dublin descriptor is reflected in all the meta-profile elements
of the column 1 – knowledge, and is also the core of Dimension 1: Knowledge management and creation.

Applying knowledge and understanding is reflected in all the elements of column 2 – skills and is in the
heart of Dimension 2: Design and management of processes of learning, teaching and assessment.
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Making judgements constitutes the backbone of column 3 – wider competence, which is qualitatively
different from the first two columns because autonomous thinking and responsibility become key.
Graduates need to learn to make informed decisions, judge what to do in real-life situations, which
combinations of knowledge and skills to apply and how. At the same time, achievement of all the elements
of Dimension 5: Values and social leadership relies heavily on the student teachers’ capacity to make
judgements, because judgements depend on the person’s values and attitudes.

Dublin descriptors for Communication skills are reflected in Dimension 4 of the proposed meta-profile
(Communication), while the Learning skills are grouped into Dimension 6: Development as professionals
and life-long learners.

Dimension 3: Learner empowerment, potential and creativity does not correspond to any of the categories
of the Dublin Descriptors and in this sense represents the core of the new Teacher meta-profile, bringing
together elements without which Teacher Education degree graduates cannot become the teachers our
society needs. Focusing on Dimension 3 will permit higher education institutions to prepare teachers
who can make learner and learning centered education reality, teachers the CALOHEE Teacher Education
group believes are required nowadays.

Finally, some of the competences considered necessary for Teacher Education graduates are too
transversal to be associated with one particular dimension. They are listed below in order to remind
curricula designers to take these into account when formulating programme-level learning outcomes and
mapping these across the programme units. These competences can be expected of any higher education
graduate, and will certainly make any Teacher Education degree profile stronger and any graduate who
develop them to a high level much more attractive for employers and better prepared to life in today’s
and tomorrow’s society in general.
•
•
•
•
•
•
•
•
•
•
•
•
•
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Act on the basis of ethical reasoning and social responsibility
Adapt to and act in new situations
Be critical and self-critical
Generate new ideas (creativity)
Identify, pose and resolve problems
Make reasoned decisions
Make use of abstract thinking, analysis and synthesis
Motivate people and move toward common goals
Plan and manage time
Search for and analyse information from a variety of sources
Show determination and perseverance in the tasks given and responsibilities taken
Take initiative and demonstrate the spirit of enterprise
Work autonomously, adequately judging and maintaining the quality of own work

7. Tuning-CALOHEE Assessment Reference Framework for Teacher Education
The meta-profile of the teacher as outlined in the previous chapter has resulted in the following Assessment Reference Frameworks for Teacher Education.

Tuning-CALOHEE Assessment Reference Framework for TEACHER EDUCATION - First Cycle / LEVEL 6 EQF
Dimension 1: Knowledge management and creation
Knowledge

L6_1. Level descriptor K6_1
Frames, theories and Advanced knowledge of major
policies conceptual elements required of a
teacher as knowledge manager and
creator
Subset 1 K6_1.1
L6_1.1 Advanced academic knowledge of
Academic frames of the their curricular subject(s) and subject
subject(s) to be taught matter and/or chosen specialisation
Subset 2 K6_1.2
L6_1.2 Advanced knowledge and a critical
Educational theories understanding of the theoretical
foundations of pedagogy, psychology
and their frontier sciences

Subset 3
L6_1.3
Policies and their
implementation in an
educational system

K6_1.3
Advanced knowledge and a critical
understanding of objectives,
principles and policies of an
educational system and potential
connections to educational theories

Skills
S6_1
Ability to develop different types of
thinking and apply these to different
situations determined by curricular,
pedagogical and policy needs
S6_1.1
The ability to expand on their
curricular subject and subject matter
knowledge and/or chosen
specialisation

S6_1.2
The ability to use basic educational
research, i.e. testing and applying
existing theories and educational
methods, in order to enhance their
teaching
S6_1.3
The ability to arrange their pedagogical
work in line with policies of an
education system and with reference to
educational theories

Autonomy and Responsibility
(Wider Competences)

C6_1
Capacity to envisage consequences of
position taking and commitment to act
with intellectual consistency
C6_1.1
Capacity and commitment to respond to
the curricular needs within an educational
institution based on the subject knowledge
C6_1.2
Capacity and commitment to influence the
educational direction of an institution,
having in consideration desirable impacts
C6_1.3
Capacity and commitment to critically
reflect on educational policies
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Dimension 2: Design and management of processes of learning, teaching and assessment
Knowledge

Skills

L6_2. Level descriptor
Development and
management of educational
processes

K6_2
Knowledge of classroom
management and syllabus design
and enhancement: teaching,
learning and assessment processes

Subset 1
L6_2.1
Curriculum development,
evaluation and
enhancement

L6_2.1
Advanced knowledge of the key
principles of designing, aligning and
revising/enhancing teaching, learning
and assessment at course
unit/syllabus level
K6_2.2
Advanced knowledge of teaching and
learning methods and approaches
(including ICT) appropriate to the
subject and the context
K6_2.3
Advanced knowledge of classroom
dynamics (including conflict
management) and student-centred
strategies

S6_2
Ability to evaluate and select
appropriate techniques and
strategies of classroom management
and syllabus enhancement:
teaching, learning and assessment
processes
S6_2.1
The ability to formulate learning
outcomes for different types of course
units within educational programme(s)
and apply constructive alignment in
(re)designing syllabus/course units
S6_2.2
The ability to support students’
learning processes by providing
differentiated pathways and resources

Subset 2
L6_2.2
Teaching and learning
management
Subset 3
L6_2.3
Group / classroom
management
Subset 4
L6_2.4
Assessment of learning and
for learning
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K6_2.4
Advanced knowledge and a critical
understanding of assessment
principles, strategies and techniques

S6_2.3
The ability to organise group processes
and dynamics in learning
environments (including applying
conflict-management strategies within
the classroom)
S6_2.4
Ability to design and apply assessment
tasks and transparent criteria (rubrics)
for measurement and evaluation

Autonomy and Responsibility
(Wider Competences)

C6_2
Capacity and commitment to ensure
that the different elements of the
course contribute to the development
of desired learner profile
C6_2.1
Capacity and commitment to critically
reflect on the impact of teaching decisions
on the learner’s future in order to make
responsible syllabus design and
enhancement choices
C6_2.2
Capacity and commitment to identify and
critically reflect on conditions for learners
to enjoy their learning experience and to
guarantee their growth
C6_2.3
Capacity and commitment to ensure that
learners can work together in a friendly
and stimulating atmosphere, where
potential conflicts are managed both
successfully and appropriately (class level)
C6_2.4
Capacity and commitment to critically
analyse assessment results in order to
enhance the quality of teaching and
learning

Dimension 3: Learner empowerment, potential and creativity
Knowledge

L6_3. Level descriptor K6_3
Supporting learner holistic Advanced knowledge of theories,
growth and development strategies and tools that can support
learner empowerment, and
development of learner fullest
potential and creativity
Subset 1 K6_3.1
L6_3.1 Advanced knowledge of how to raise
Learner self-esteem and learner self-esteem and confidence
confidence
Subset 2 K6_3.2
L6_3.2 Advanced knowledge on building
Learner motivation and motivation and developing resilience
resilience
Subset 3
L6_3.3
Learner creativity and
mastery of tools

K6_3.3
Advanced knowledge of tools necessary
for learners to develop their full
potential (using multiple learning
styles) and enhance their creativity
Subset 4 K6_3.4
L6_3.4 Knowledge of school counselling
Tutoring processes and of how to give advice to
children and adolescents (and their
families/guardians) to develop
learners’ own resources

Skills

Autonomy and Responsibility
(Wider Competences)

S6_3
Ability to apply theories, strategies
and tools that can foster the
development of the fullest potential
and creativity of each learner

C6_3
Capacity and commitment to contribute
to maintenance of contexts of
engagement with learner holistic
growth and development

S6_3.1
Ability to support learners in
identifying own strengths and setting
goals to build on these
S6_3.2
Ability to support learners in building
motivation and developing resilience

C6_3.1
Capacity and commitment to create
situations and climates in which learners
increase their self-esteem and confidence
C6_3.2
Capacity and commitment to motivate,
inspire learners and support their
empowerment creating situations where
they can find their own ways of
development and strengthening
C6_3.3
Capacity and commitment to facilitate
climates where learners can enhance their
creativity and try out new tools

S6_3.3
Ability to select and use tools
necessary for each learner to develop
their full potential and enhance
creativity
S6_3.4
Ability to identify the needs and
accompany learners towards the
development of own resources;
directing learners (and their families/
guardians) to other professionals
when necessary

C6_3.4
Capacity and commitment to ensuring that
learners (and/or their families/guardians)
receive necessary accompaniment and
counselling in a timely manner
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Dimension 4: Communication
Knowledge
L6_4. Level descriptor
Communication with
different actors and in
different contexts
Subset 1
L6_4.1
Interpersonal
communication
Subset 2
L6_4.2
Communication at group
level
Subset 3
L6_4.3
Social media and
communication
technologies
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K6_4
Advanced understanding of
different critical elements, methods
and tools for communicating at the
interpersonal level, as well as in
groups and society as a whole
K6_4.1
Advanced knowledge of elements
essential for developing and
maintaining good interpersonal
communication
K6_4.2
Advanced knowledge of group
communication methods and
strategies in educational processes
K6_4.3
Critical understanding of social media
and communication technologies, as
well as their impact on learners and
society

Skills

Autonomy and Responsibility
(Wider Competences)

S6_4
Ability to identify and apply
resources for improving
communication at different levels,
as well as stay up-to-date with ICT

C6_4
Capacity and commitment to foster
transparency and responsibility in
interpersonal interactions, in teams
and groups, as well as in social media

S6_4.1
Ability to listen actively and to clearly
communicate thoughts, attitudes and
personal perspectives

C6_4.1
Capacity and commitment to contribute to
transparency, trust and personal
engagement in interpersonal
communicative encounters
C6_4.2
Capacity and commitment to take
responsibility to promote and/or initiate
teamwork among learners

S6_4.2
Ability to apply communication
methods and strategies that permit to
work effectively with(in) learner
groups
S6_4.3
Ability to make use of social media and
communication technologies and stay
updated with current developments in
the domain

C6_4.3
Capacity and commitment to promote
responsible and critical use of social media
and communication technologies among
learners

Dimension 5: Values and social leadership

Knowledge

L6_5. Level descriptor K6_5
Ethics Advanced knowledge of different
and social commitment value systems and of how to
identify and promote those which
can foster the fulfilment of the
teacher’s professional mission
Subset 1
L6_5.1
Personal and professional
ethics and values

K6_5.1
Advanced knowledge of ethical and
professional standards, including
knowledge about the constitution of
an appropriate relationship with
learners
Subset 2 K6_5.2
L6_5.2 Critical understanding of potential
Values and diversity tensions due to the existence of
different value systems

Subset 3 K6_5.3
L6_5.3 Critical understanding of the teaching
Social Commitment profession (mission) as a public
service and its impact/significance in a
local context
Subset 4 K6_5.4
L6_5.4 Advanced knowledge of socioSocial leadership educational needs and trends, as well
as principles of social leadership

Skills

Autonomy and Responsibility
(Wider Competences)

S6_5
Ability to identify and implement
approaches and actions required to
address the social needs; ability to
analyse consequences of different
value choices and to manage
diversity
S6_5.1
Ability to adhere to ethical and
professional standards.

C6_5
Capacity and commitment to build a
sense of social responsibility in the
choices made at personal, professional
and contextual levels and act on needs
and potentialities identified

S6_5.2
Ability to promote ethical behaviour in
learners and foster a culture of valuing
diversity within the classroom setting

C6_5.2 Capacity and commitment to
respect different values, when interacting
with people in contexts of diversity (social,
ethnic, economic, political) and learn from
the diversity
C6_5.3
Capacity and commitment to contribute to
the development possibilities for an
educational institution and its social
community and build a sense of social
responsibility at individual level
C6_5.4
Capacity and commitment to reflect and
act according to the needs and
potentialities identified

S6_5.3
Ability to organise curricular and
extracurricular actions and educational
events as a response to social needs
S6_5.4
Ability to identify needs and strengths
in different socio-educational contexts,
as well as leadership actions required

C6_5.1
Capacity and commitment to critically
reflect and work on consistency of own
personal and professional identity
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Dimension 6: Development as professionals and life-long learners
Knowledge

L6_6. Level descriptor K6_6
Personal and professional Advanced knowledge of sources,
updating tools, mechanisms and main trends
of personal and professional
updating

Subset 1 K6_6.1
L6_6.1 Advanced knowledge of main sources
Acting as learners that permit to stay updated with
general and subject related educational
research and developments
Subset 2 K6_6.2
L6_6.2 Advanced knowledge of selected
Acting as researchers educational research methods

Subset 3 K6_6.3
L6_6.3 Advanced knowledge of the main
International dimension trends in the profession at
international level
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Skills

Autonomy and Responsibility
(Wider Competences)

S6_6
Ability to critically examine applied
educational research and improve
own practice following evidence
based approaches

C6_6
Capacity and commitment to act as a
critically reflective member of an
international teaching community that
values evidence-based practice

S6_6.1
Ability to critically examine
educational research and
developments (publications, events,
resources, etc.) in search of solutions
for challenges experienced in own
classroom
S6_6.2
Ability to apply educational research in
school contexts, in order to improve
own teaching practice
S6_6.3
Ability to use other languages,
particularly English, for the purposes
of continuous professional
development

C6_6.1
Capacity and commitment to reflect on
their own practice in reference to relevant
findings from educational research and
developments
C6_6.2
Capacity and commitment to follow an
evidence-/research-based approach in
own professional practice
C6_6.3
Capacity and commitment to foster an
atmosphere of development where
learners can begin to feel and act as global
citizens

Tuning-CALOHEE Assessment Reference Framework for TEACHER EDUCATION – Second Cycle / LEVEL 7 EQF
Dimension 1: Knowledge management and creation

Knowledge

L7_1. Level descriptor K7_1
Frames, theories and Highly specialised knowledge of major frames
policies and theories that shape knowledge creation
in the discipline and neighbouring fields at
international level
Subset 1
L7_1.1
Academic frames of
the subject(s) to be
taught

K7_1.1
Highly specialized knowledge of
interrelations of subjects to be taught with
associated broader domains and metaconcepts, and well as forefront knowledge of
best ways to help learners acquire subject
knowledge.
Subset 2 K7_1.2 Critical awareness of the epistemology
L7_1.2 and practical implications of concurrent
Educational theories educational theories
Subset 3
L7_1.3
Policies and their
implementation in an
educational system

K7_1.3
Highly specialized knowledge of educational
policy creation and implementation at local
and global level: interactions and means to
resolve contradictions and challenges related
to differing objectives, principles and policies

Skills

Autonomy and Responsibility
(Wider Competences)

S7_1
Ability to integrate knowledge from
different fields in order to solve problems
and identify innovative approaches for
knowledge creation and management

C7_1
Capacity to contribute to creation of new
frames, theories and policies in order to
respond to complex, unknown and
unpredictable situations

S7_1.2
The ability to use advanced educational
research, i. e. testing and applying existing
theories and educational methods, in
order to enhance their pedagogical
practice, tailoring it to the educational
needs and context(s)
S7_1.3
The ability to transfer the knowledge of
educational policies and theories to
different education systems

C7_1.2
The ability and commitment to critically
analyse and shape the educational
direction of an institution

S7_1.1
The ability to continuously and
systematically expand knowledge within
chosen specialisation and tailor it to
students needs

C7_1.1
Capacity and commitment to create the
(personalised) learning environment
which permits and motivates every
learner to achieve the subject-related
learning outcomes

C7_1.3
The ability and commitment to critically
analyse, reflect and contribute to the
improvement of educational policies
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Dimension 2: Design and management of processes of learning, teaching and assessment
Knowledge

L7_2. Level
descriptor
Development and
management of
educational
processes
Subset 1
L7_2.1
Curriculum
development,
evaluation and
enhancement

Subset 2
L7_2.2
Teaching and
learning
management
Subset 3
L7_2.3
Group / classroom
management

Subset 4
L7_2.4
Assessment of
learning and for
learning
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K7_2
Highly specialised knowledge of
classroom management and curriculum
design and enhancement: teaching,
learning and assessment processes
K7_2.1
Highly specialized knowledge of key
principles of planning, evaluation and
enhancement of teaching, learning and
assessment at curriculum level

Skills

S7_2
Ability to evaluate and select innovative
techniques and strategies of classroom
management and curriculum
enhancement: teaching, learning and
assessment processes
S7_2.1
Ability to define appropriate learning goals
for different types of educational
programme(s) and ensure that the
different planned teaching, learning and
assessment activities can jointly lead to
the programme intended outcomes

K7_2.2
Highly specialized knowledge of forefront
techniques and strategies to support
students in developing deep subject
knowledge and establishing interdisciplinary
connections
K7_2.3
Highly specialized knowledge of a variety of
classroom dynamics and student-centred
strategies; as well as advanced knowledge of
conflict transformation processes

S7_2.2
Ability to support students’ learning
processes by developing pathways and
resources, including teacher-students
partnership, peer learning activities and
peer tutoring activities
S7_2.3
Ability to responsibly interact with
different stakeholders, fostering inclusive
processes and transforming potential
conflicts in school

K7_2.4
Highly specialized knowledge of ways to
resolve challenges associated with diagnostic,
summative and formative assessment
processes within educational institutions,

L7_2.4
Ability to actively engage learners in
designing and doing assessment, obtaining
and providing constructive feedback

Autonomy and Responsibility
(Wider Competences)

C7_2
Capacity and commitment to lead and
coordinate educational teams in search
for innovative learner-centred means
to reach the desired learner profile
C7_2.1
Capacity and commitment to choose
appropriate curriculum strategies in
school, taking into account expected
impact on students’ learning, time
available, costs and human resources; as
well as to manage the learning progression
in the programme, leading an educational,
multidisciplinary team
C7_2.2
Capacity and commitment to create the
conditions for learners to develop
competences for college, career and social
life readiness
C7_2.3
Capacity and commitment to ensure that
learners and other actors of the school can
work together to achieve common goals,
while creating a culture where conflicts
can be transformed and built on to achieve
personal and collective growth
C7_2.4
Capacity and commitment to use
assessment results to enhance the quality
of teaching and learning, as well as to
design better educational projects

with a special focus on self-, peer and groupassessment

which enhances individual progress and
self-evaluation

Dimension 3: Learner empowerment, potential and creativity

Knowledge
L7_3. Level
descriptor
Supporting learner
holistic growth and
development

K7_3
Highly specialized knowledge of forefront
theories, frames, strategies and tools that
can support learner empowerment, and
development of learner fullest potential
and creativity

Subset 1 K7_3.1
L7_3.1 Highly specialized knowledge of ways to help
Learner self-esteem learners establish links and parallels between
and confidence learning and advancing their self-esteem and
confidence in different contexts (formal, nonformal and informal)
Subset 2 K7_3.2
L7_3.2 Highly specialized knowledge of theories and
Learner motivation and frames in developing learner motivation and
resilience resilience
Subset 3 K7_3.3
L7_3.3 Highly specialized knowledge of methodologies
Learner creativity and for transforming schools into environments for
mastery of tools developing learner creativity and mastery of
tools
Subset 4 K7_3.4 Knowledge of school counselling
L7_3.4 processes and of how to give advice to children
Tutoring and adolescents (and their families/guardians)
to develop learners’ own resources

Skills

Autonomy and Responsibility
(Wider Competences)

S7_3
Ability to identify the most
contextually-appropriate theories,
strategies and tools that can foster the
development of the fullest potential
and creativity of each learner

C7_3
Capacity and commitment to create
cultures of engagement with learner
holistic growth and development

S7_3.1
Ability to engage colleagues and other
school actors in fostering learner selfesteem and confidence

C7_3.1
Ability and commitment to uphold and
effectively contribute to creating an
atmosphere of promoting learner
confidence and self-esteem

S7_3.2
Ability to foster learners’ personal
motivation, resilience and growth both
within the school context and beyond
S7_3.3
Ability to identify and implement
contextually-appropriate methodologies
for transforming schools into
environments for developing learner
creativity and mastery of tools
S7_3.4
Ability to identify the needs and
accompany learners towards the
development of own resources; directing

C7_3.2
Capacity and commitment to engage
others in creating and maintaining
cultures of empowerment, where learners
develop motivation and resilience, and are
inspired and supported to find their own
ways of development and strengthening
C7_3.3
Capacity and commitment engage all
school actors in creating cultures where
learners can enhance their creativity and
try out new tools

C7_3.4
Capacity and commitment to ensuring that
learners (and/or their families/guardians)
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learners (and their families/ guardians)
to other professionals when necessary

Knowledge
L7_4. Level descriptor
Communication with
different actors and in
different contexts

Subset 1
L6_4.1
Interpersonal
communication
Subset 2
L6_4.2
Communication at
group level

Subset 3
L6_4.3
Social media and
communication
technologies
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Dimension 4: Communication

K7_4
Comprehensive understanding of
principles and tools of intercultural and
interdisciplinary communication, as
critical understanding of the use of social
media and communication technologies
K7_4.1
Highly specialized knowledge of how
different mental frames and structures can
affect communication, as well as how to
identify, understand and manage such
differences
K7_4.2
Highly specialized knowledge of
interdisciplinary group communication
principles and strategies for educational
purposes
K7_4.3
Critical understanding of multiple ways in
which information can be given and ways of
misusing social media and communication
technologies

Skills

receive necessary accompaniment and
counselling in a timely manner
Autonomy and Responsibility
(Wider Competences)

S7_4
Ability to identify and apply
resources for achieving successful
and appropriate communication in
intercultural and interdisciplinary
teams, including through the use of
social media and communication
technologies
S7_4.1
Ability to communicate own ideas,
perceptions, and values across different
metal frames and structures

C7_4
Capacity and commitment to foster
cultures of transparency and
responsibility in interpersonal
interactions, in teams and groups, as
well as in social media

S7_4.2
Ability to apply a broad range of
communication methods and strategies
that permit to work effectively with(in)
interdisciplinary professional teams
and with all parties involved in the
educational process
S7_4.3
Ability to participate in authentic
information creation and transmission
processes through using forefront
social media and communication
technologies

C7_4.2
Capacity and commitment to take
responsibility to promote and/or
initiate teamwork based on trust and
mutual confidence among colleagues at
school and in wider educational
contexts
C7_4.3
Capacity and commitment to promote
responsible and critical use of social
media and communication technologies
at institutional and global level

C7_4.1
Capacity and commitment to co-create
cultures of transparency, trust and
personal engagement

Knowledge

Dimension 5: Values and social leadership
Skills

L7_5. Level descriptor K7_5
Ethics Critical awareness of the multiple
and social commitment complex aspects that interrelate in
the process of educating ethically
responsible citizens

S7_5
Ability to design and implement
educational methods, instruments
and projects in order to foster the
development of civic competences at
the school level and beyond

Subset 1
L7_5.1
Personal and
professional ethics and
values

S7_5.1
Ability to contribute to the enhancement
of ethical and professional standards

K7_5.1
Critical awareness of the processes and
principles of value systems
development and of the definition of
ethical and professional standards

Subset 2 K7_5.2
L7_5.2 Critical understanding of mechanisms
Values and diversity that can make different value systems
interact constructively

S7_5.2
Ability to promote ethical behaviour and
foster a culture of valuing diversity
within school community and in broader
educational contexts
Subset 3 K7_5.3
S7_5.3
L7_5.3 Knowledge of global trends and high
Ability to respond to the local social
Social Commitment impact practices in fulfilling the mission needs through identification and
of a teacher as a socially-committed
application of the best global educational
professional
practices
Subset 4 K7_5.4
L7_5.4 Highly specialized knowledge of social
Social leadership project development and management

S7_5.4
Ability to initiate and carry through
social projects that bring together
community and school actors and create
social impact

Autonomy and Responsibility
(Wider Competences)

C7_5
Capacity and commitment to critically
analyse and act on present and future
challenges and/or development
possibilities in order to contribute to the
creation of an inclusive society through
communal educational projects
C7_5.1
Capacity and commitment to co-create
cultures in which each person can uphold
their own values, both personal and
professional, while engaging constructively
with others
C7_5.2
Capacity and commitment to encourage
inclusive dialogue and cooperation among
different value systems
C7_5.3
Capacity and commitment to contribute to
setting situationally appropriate goals for
the community and build a sense of social
and civic responsibility at institutional and
local level
C7_5.4
Capacity and commitment to engage others
in realization of shared vision for higher
quality education, accepting social
leadership role and responsibilities

31

Dimension 6: Development as professionals and life-long learners
Knowledge

L7_6. Level descriptor K7_6
Personal and Advanced knowledge of sources,
professional updating trends, possibilities and research
methodologies that can be used for
personal and professional updating
Subset 1 K7_6.1
L7_6.1 Highly specialized knowledge of both
Acting as learners national and international sources and
trends that permit to stay updated with
general and subject related educational
research and developments

Subset 2 K7_6.2
L7_6.2 Highly specialized knowledge of a
Acting as researchers broad variety of educational research
methods

Subset 3 K7_6.3.
L.7_6.3 Knowledge of possibilities for
International dimension continuous professional development
which involve cooperation with
international peer teams
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Skills

S7_6
Ability to systematically follow
applied educational research and
participate in international
collaborative endeavours aimed at
professional development
S7_6.1
Ability to systematically follow the
educational research and developments
(publications, events, resources, etc.) in
search of solutions for challenges
experienced by teams at institutional
level
S7_6.2
Ability to initiate and lead educational
research in school contexts, in order to
improve own and others’ teaching
practice

S7_6.3
Ability to identify, join and collaborate
with international peer teams focussed
on continuous professional development

Autonomy and Responsibility
(Wider Competences)

C7_6
Capacity and commitment to foster the
culture of evidence-based practice
enhancement, as well as personal and
professional updating through
engagement in educational and
professional development projects
C7_6.1
Capacity and commitment to encouraging
incorporation of evidence-/research-based
enhancements into teaching practice at
school level
C7_6.2
Capacity and commitment to create action
research communities fostering rigour and
relevance in the research
C7_6.3
Capacity and commitment to foster an
atmosphere of engagement in international
collaborations that permit communities of
teachers to feel and act as global citizens

8. Learning, teaching and assessment
Julia M. González Ferreras and Maria Yarosh
The meta-profile proposed in Section 7 needs to be translated into concrete degree profiles, first, and
implemented, next. The success of the implementation stage – and, thus, of the whole endeavour of
improving preparation of future teachers – depends on the use of appropriate combination of learning
experiences, assessment approaches and teacher support/interventions, fully aligned with the intended
learning outcomes. The present section seeks to inspire such better practice, to stimulate thinking and
encourage discussion about how student achievement of the proposed meta-profile components can best
be promoted in various contexts.

By means of example, one possible sequence of learning, teaching and assessment activities is proposed
for Dimension 3 elements. Empowering learners, developing their creativity and helping them reach their
full(est) potential has always been important. However, now that we strive for making learner-centred,
competence-based education reality, these elements have become key.
L6_3. Level
descriptor
Supporting
learner
holistic
growth and
development
Subset 1
L6_3.1
Learner selfesteem and
confidence
Subset 2
L6_3.2
Learner
motivation
and
resilience
Subset 3
L6_3.3
Learner
creativity
and mastery
of tools
Subset 4
L6_3.4

Dimension 3: Learner empowerment, potential and creativity
Knowledge
Skills
Autonomy and Responsibility
(Wider Competences)
K6_3
S6_3
C6_3
Advanced knowledge of Ability to apply
Capacity and commitment to
theories, strategies and
theories, strategies and contribute to maintenance of
tools that can support
tools that can foster
contexts of engagement with
learner empowerment,
the development of the learner holistic growth and
and development of
fullest potential and
development
learner fullest potential
creativity of each
and creativity
learner
K6_3.1
S6_3.1
C6_3.1
Advanced knowledge of Ability to support
Capacity and commitment to
how to raise learner
learners in identifying create situations and climates
self-esteem and
own strengths and
in which learners increase
confidence
setting goals to build
their self-esteem and
on these
confidence
K6_3.2
S6_3.2
C6_3.2
Advanced knowledge on Ability to support
Capacity and commitment to
building motivation and learners in building
motivate, inspire learners and
developing resilience
motivation and
support their empowerment
developing resilience
creating situations where they
can find their own ways of
development and
strengthening
K6_3.3
S6_3.3
C6_3.3
Advanced knowledge of Ability to select and
Capacity and commitment to
tools necessary for
use tools necessary for facilitate climates where
learners to develop their each learner to
learners can enhance their
full potential (using
develop their full
creativity and try out new
multiple learning styles) potential and enhance tools
and enhance their
creativity
creativity
K6_3.4
S6_3.4
C6_3.4
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Tutoring Knowledge of school
counselling processes
and of how to give
advice to children and
adolescents (and their
families/guardians) to
develop learners’ own
resources

Ability to identify the
needs and accompany
learners towards the
development of own
resources; directing
learners (and their
families/ guardians) to
other professionals
when necessary

Capacity and commitment to
ensuring that learners (and/or
their families/guardians)
receive necessary
accompaniment and
counselling in a timely manner

While the table above comprises the four subsets of Dimension 3 and their respective descriptors for
Level 6 (first-cycle higher education degrees), the rest of the present section presents one possible
sequence of learning experiences, assessment practices and teacher interventions, subset by subset. In
each subset, we describe the learning, teaching and assessment activities related to the knowledge
descriptor first; those associated with the skills descriptor second; and those contributing to the
achievement of the wider competences descriptor third. An attempt has been made to show a variety of
methods and to demonstrate how the level of required students’ autonomy can be gradually increased.
Knowledge- and skills-related activities start the developmental processes, while those linked to the
wider competences permit to integrate the different elements and ensure that students are ready to
perform the activities expected of them in their world “beyond academia”. The sequences proposed can
take more or less time, depending on the students’ needs and the course/module configuration
Subset 1
L6_3.1
Learner self-esteem
and confidence

K6_3.1
Advanced knowledge
of how to raise learner
self-esteem and
confidence

S6_3.1
Ability to support
learners in identifying
own strengths and
setting goals to build
on these

C6_3.1
Capacity and
commitment to create
situations and climates
in which learners
increase their selfesteem and confidence

Knowledge: K6_3.1 Advanced knowledge of how to raise learner self-esteem and confidence.

The objective is to assure that the themes of self-esteem and confidence are well understood and can be
handled creatively by the student teachers. 11 This deep understanding of the self-esteem and confidence,
as well as of the processes that permit to raise learners’ self-esteem and competence are achieved
through developing: (1) an understanding of the literature that exists in relation to the two issues – the
different theories and academic approaches and (2) the capacity of understanding what different schools
of thought can offer in relation to these two critical elements in the empowerment of the learner.

With the general logic of complexity increasing not only horizontally within subsets, but also vertically
across subsets, university teacher is invited to model good practice in constructing advanced knowledge
and show students how they can approach any concept they want to learn more about. Therefore, the
first step could be for the university teacher to present to the students the different sources that can be
consulted in order to learn about development of self-esteem and confidence in children and adolescents.
Care should be given to bring qualitatively different sources – sources from different époques, cultures

11

The following terms will be used throughout this section: (1) student teachers/students – students enrolled in teacher education
degrees and preparing to become school teachers; (2) university teacher – academic working on the teacher education programme;
(3) school teacher(s) – teachers working at schools and acting as internship supervisors or supervisors of shorter teaching interventions
of student teachers; (4) learners/ school children and adolescents – school-age children and adolescents whom student teachers are
preparing to teach or encounter in school during their internship / shorter teaching intervention periods.
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or regions, schools of thought, etc. The outcome of this presentation could be a “map” that groups
different sources according to key parameters (which this time were identified by the university teacher).

As a second step, students in small groups could explore the “cluster” of sources assigned to them and
prepare posters where they show what “their” sources say about the key questions (again, this time,
identified by the teacher or in a teacher-led discussion in the whole-class session where the sources were
first presented to the students). A poster-presentation session could follow, where small groups present
their posters and explore those of others. University teacher also “visits” all the posters, providing
feedback comments on each, and rounds-up the session with a whole-class feedback dialogue, where any
misconceptions are clarified and any important gaps in the general picture “filled” or at least signaled for
students to “fill” by further document exploration.
The third step, which permits summative assessment of the students’ knowledge, consists in students
developing individual summaries of what they learned from all the posters in terms of how school
children’s self-esteem and confidence can be raised.

Skills: S6_3.1 Ability to support learners in identifying own strengths and potentialities to build on
these.

The aim of this learning sequence is to be able to discover at different levels (own level and that of
learners) the experiential impact of having own strengths recognized by oneself and by others and the
observation of this impact on the learners. This is complemented by the knowledge of the different
processes and strategies of identifying and building on these resources, strengths and capacities.

Here one possible suggestion is to let student teachers start with identifying their own strengths and
potentialities, in order to next move to doing the same for children of the age groups they are preparing
to work with. Thus, the first step is for students to work in pairs with someone they know well and engage
in a dialogue where they explain what strengths and potentialities they perceive in themselves and in
each other and how they became aware of these; after which both discuss how they can build on own
strengths. Next, groups of four could be formed, where each pair shares with the other a summary of their
initial dialogue and their reflections on the process. This sharing could be followed up by a whole-class
discussion, where all the groups report on the lessons learned in this exercise, on the strategies used and
on how they think the same can be done with/among the children or adolescents.

University teacher could facilitate this discussion, helping students to become aware, for example, of key
differences between them and the school children/adolescents and possible consequences, of the
importance of focusing on strengths rather than on weaknesses, etc. University teacher’s role is to help
students (1) realize how important it is for children/adolescents to identify own strengths and
potentialities and (2) understand what is transversal and what is age-specific in how this can be done.
Additionally, university teacher can direct students to sources where they can get more ideas on how
they can reach similar aims when working with children/adolescents.

The second – intermediate – step is for students to prepare for the similar exercise with school
children/adolescents. Working in small groups (perhaps the same groups of four as in step one exercise),
students could suggest different ways in which they can help a class of children identify own strengths
and potentialities. Next, they share their proposals online and give/receive peer-feedback on feasibility
of their plans, with the aim of improving these and identifying any overlooked aspects. University
teacher’s role can be to intervene with Socratic questions in order to help students plan for any
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“unexpected situations” and develop “plans B” if some of their ideas do not work as expected (and also
draw their attention to any overlooked aspects, if applicable).

The third step is for every small group of four to implement their planned activities with a class of
children/adolescents. Before the actual session, “final” proposals (revised in the light of feedback from
peers and the university teacher, as well as the insights gained from looking at other teams’ proposals)
need to be presented to the school teacher working with the children in question and negotiated with
him/her (approved or adjusted slightly in the light of his/her feedback). After the session (or perhaps a
number of smaller sessions – this depends on the plan of each group), students should ask the school
teacher for further feedback (for a small session where the school teacher and student teachers can
discuss the implementation of the planned activities).

Finally, students in small groups prepare a reflective note, which includes a revised plan with
justifications for changes, and share these notes with the whole class, after which the whole class can
“vote” the most effective strategies they have discovered.

In a subsequent internship period students should come back to this point and implement certain
activities/actions on helping learners become aware of own strengths and potentialities.
Wider competence: C6_3.1 Capacity and commitment to create situations and climates in which
learners increase self-steam and confidence.

The learning sequence here should aim to help student teachers integrate the knowledge and skills element
of this subset: develop commitment to create an atmosphere for the learners where confidence and trust
in own abilities and strengths can grow. Student teachers need to learn how to apply their knowledge and
skills appropriately in different contexts and be ready to accept the responsibility required. For this, it is
suggested that they focus on achieving the wider competence during (a longer) internship period. Some
concrete elements of this learning sequence could be as follows:
 Joint preparation of an assessment rubric for the wider competence, based on insights gained
from reading different authors and from the experience gained during short internship work
 Writing a structured reflective diary on experiences related to the wider competence in question
gained (both intentionally and un-intentionally) during internship period(s)
 Self-assessment backed up by evidence of students’ choice to document their progress towards
the key elements of the rubric
 Contrasting self-assessment and observations recorded in the diary with the school teacher(s)
acting as internship supervisor/tutor in order to enrich own perceptions and learn to evaluate
monitor the impact of the strategies used and the level of the transformation achieved with a
higher degree of objectivity

Subset 2
L6_3.2
Learner
motivation
and
resilience
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K6_3.2
Advanced
knowledge on
building
motivation and
developing
resilience

S6_3.2
Ability to support
learners in building
motivation and
developing resilience

C6_3.2
Capacity and commitment to motivate,
inspire learners and support their
empowerment creating situations where
they can find their own ways of
development and strengthening

Knowledge: K6_3.2 Advanced knowledge on building motivation and developing resilience

Following the general principle of helping students to gradually become more autonomous and selfregulated learners, Subset 2 knowledge-related learning and teaching activities could give more
responsibility to the students than Subset 1 knowledge-building activities. Thus, this time students
themselves could be asked to look for authors and sources that can help them construct knowledge on
building motivation and developing resilience among the age groups they are preparing to teach. This
first step of identifying relevant sources and theories/findings can be done outside the classroom in small
groups, who then come together (in a face-to-face or online synchronous session) to collate their work.
Each group should clearly state what questions their sources address and how they can help someone
interested in understanding ways of building motivation and developing resilience. During the wholeclass discussion all sources identified should be grouped in terms of their similarity or complementarity
and one common list of key sources should be agreed. University teacher’s role could be to facilitate this
discussion, helping students to properly group different sources, and to ensure that no key
names/sources are missing from this joint list. University teacher’s interventions would constitute
formative feedback for the students.
During the same whole-class session (or a subsequent one) students can also agree on the common list
of specific questions they want to find answers to in order to understand how motivation can be built and
resilience developed. University teacher can contribute to this discussion eliciting some specific questions
he/she knows are crucial but students might overlook at this stage.

Next, the sources/authors from the joint list can be distributed among the same small groups and each
small group would engage with theirs to prepare a presentation on how “their” sources/authors respond
to the specific questions formulated in the whole-class session.

In the next whole-class session, small groups can make oral presentations, so that everyone in the class
can learn what the different sources have to contribute (jig-saw principle). One person in each group can
be nominated to comment on communalities and differences between presentation N and presentation
N+1, thus helping everyone in the class to create links: the person from group who presents first
(presentation 1) would comment on similarities and differences between presentations 2 and 1, the
person from group 2 – on similarities and differences between presentations 3 & 2. The person from the
“last group” would compare their own presentation with the one of the very first group.

Everyone in the class and the university teacher can be listening with the summative assessment task in
mind (see below) and asking questions when anything is not clear (thus also providing informal feedback
to the groups).

Summative assessment task can consist in small groups preparing handouts with key points on building
motivation and developing resilience. These should reflect contributions of all the small groups and
explicitly indicate which points all authors/theories/sources seem to agree on and points where different
opinions co-exist. The target audience of these handouts could be practicing (school) teachers. In this
case, student groups can be asked to obtain feedback on the usefulness of these handouts from at least 3
school teachers and introduce any revisions necessary. University teacher’s feedback should be focused
on how accurately different authors/theories/sources are represented and on identification of
conceptual confusions/misunderstandings, if any.
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Skills: S6_3.2 Ability to support learners in building motivation and developing resilience

While in Subset 1 students’ skills comprise rather “punctual” actions, here it is important that student
teachers learn to accompany school children in the process of building motivation and developing
resilience. Therefore, the learning process can be divided into three stages: (1) preparatory stage, (2)
practice stage, (3) reflection stage.
Preparatory stage can consist of:
-

an individual reflection on own experience (each student can reflect on how he/she has
experienced the two processes, on enablers, obstacles and means to overcome obstacles);
a focus group discussion with school teachers to learn about any know-how they have developed
and found useful; and
a small session with school children, where students will learn about the children’s perspective
and use different activities to do so (for example, focus groups and sessions with children
conducted by students in small groups of 2-3 persons).

The preparatory phase can culminate in a whole-class session where all experiences are shared and a
joint list of “tips” and strategies for the practice stage is prepared.

The practice stage can form part of an internship period and consist in accompanying three children for
at least one month, trying to help them build motivation and develop resilience. Reflective journal kept
during the internship period will include notes on this process, along other elements.
The reflection stage can permit students to capitalise on their experience and obtain more systematic
feedback on their current level of skill development (assessment). Students can be guided to:
-

self-assess their efforts (going back to respective sections of their reflective journals and
preparing a final reflective self-assessment statement);
obtain feedback from their internship supervisor (the person who saw them work with the three
children);
obtain children’s feedback (for example, as part of a children’s reflective activity at the end of the
period, or in the form of small interviews conducted by another student)
prepare a revised plan of action: what they would like to do next time (which elements could be
kept and what needs probably to be done differently).

These four elements could be presented either in writing, or as an audio file, or as a web-based material
that combines written and oral elements.
Wider competence: C6_3.2 Capacity and commitment to motivate, inspire learners and support
their empowerment creating situations where they can find their own ways of development and
strengthening
As mentioned above, all wider-competences in this dimension probably need to be developed and
assessed during internship period(s). As mentioned in Subset 1, prior to or early on during (the longer)
internship period, students can be involved in designing a rubric to monitor the development of this/each
wider competence; they could be asked to keep a reflective journal during the whole internship period;
and self-assessment needs to be complemented with feedback from internship supervisors based in
schools, and, at least in some cases, – by peer-assessment (student teachers observing other student
teachers and giving each other constructive formative feedback).
Subset 3
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K6_3.3

S6_3.3

C6_3.3

L6_3.3
Learner
creativity
and
mastery of
tools

Advanced knowledge of
tools necessary for
learners to develop their
full potential (using
multiple learning styles)
and enhance their
creativity

Ability to select and use
tools necessary for each
learner to develop their
full potential and
enhance creativity

Capacity and commitment to
facilitate climates where
learners can enhance their
creativity and try out new tools

Knowledge: K6_3.3 Advanced knowledge of tools necessary for learners to develop their full
potential (using multiple learning styles) and enhance their creativity
The objective of this learning sequence is to advance knowledge and understanding of the different
approaches and theory of multiple intelligences and multiple learning styles including the role of
emotional intelligence, personalized education and the auto-regulation and their possibilities to enhance
motivation and creativity.

It is suggested that student teachers start with reflecting on their own experience – on how they learn
and what/who and how helped them to develop their potential and creativity (step 1). Individual
reflection can be shared in small groups in order to identify common themes, as well as contrasting
experiences. Together, in their small groups, students can formulate questions and hypotheses about
tools necessary for learners to develop their full potential and enhance their creativity. These will be used
for “interrogating” literature in step 2. University teacher can facilitate sharing of these questions and
hypotheses in a whole-class format and guide the class to, first, formulate all the questions he/she
considers key for students to explore (informal feedback), and then organise these into a limited number
of major questions with their respective sub-questions and related hypotheses.
The second step could consist in students exploring literature in order to look for answers to the
questions formulated at step 1 and to see whether “hypotheses” students formulated on the basis of their
own experience are supported by research findings. Students could also be instructed to look for ways
(activities, “tests”) to help learners become aware of how different learning styles and learning itself can
be, how multi-faceted human intelligence is and how important it is to value different types of learning
and strive to develop as a whole-person. This step can be done in the same small groups in which students
worked in step 1.

At step 3, whole-class sessions can be organised where each key question and hypothesis will be
addressed, one by one, with one of the groups opening the discussion and the other groups adding to it
(for each question/hypothesis a different group will open the floor). The outcome could be an integrated
map of the state-of-the art of research on this topic. University teacher can break the literature
exploration task into stages (one per major question identified) and organise a whole-session discussions
at the end of each stage. This will permit students to enhance their explorations of question 2 in the light
of feedback exchanges during discussion session 1, etc.

A possible assessment task could be for each small group to create video recording on each major
question (video essay) and upload it to YouTube. These video-essays could be aimed at children of the
age students are preparing to teach. Students can then use these materials when working with children
in school (S6_3.3 Skills) and obtain feedback from the children on the clarity and usefulness of the
resources they created. University teacher’s feedback is likely to be necessary to make students aware of
the points only few groups covered in their “essays” or draw students’ attention to the points none of the
groups covered.
39

Skills: S6_3.3 Ability to select and use tools necessary for each learner to develop their full
potential and enhance creativity
The objective of this learning sequence is to develop the capacity of the student teachers to be able to
choose and implement different systems and instruments and to be able to discover in which way and
measure the creativity of the learner is awaken and stimulated in accordance with own capacities.

These skills could be developed during the internship periods or during a series of visits to a school
centre, during which student teachers interact with school teachers and school children/adolescents.
More specifically, the following can be done:

 First, students can select validated tests on multiple styles of learning and organise activities for
school learners to take these (with previous approval and under supervision of the current
teacher);
 Then, students can analyse the results with the current teacher, discussing the different types of
strengths in relation to creativity and different elements both in the line of knowledge as well as
in relation to attitudes to learning;
 Next, students can plan some activities to develop different types of learning from linguistic to
mathematical, to artistic, technological, intra-personal, social, of auto-regulation…. and obtain the
current teacher approval (possibly with initial formative feedback and requirements/suggestions
to adjust certain elements first);
 Finally, students can follow up on some of the children/ adolescents (3 per student), evaluating
the results in terms of growth in creativity and personal growth and further supporting these
developments.

Assessment (both formative and summative) in this case can be best done by school teacher, with whom
student teachers work throughout this process and who can observe student teachers “in action”.
Additionally, students can be invited to observe other students and provide peer-feedback. Finally, selfassessment, used continuously through the process, can help students better develop their skills. If you
wish to use self-assessment as part of the summative assessment, students can be asked to prepare a
number of evidences – accounts of what they did with school children that demonstrate their level of skill
acquisition – which students will then need to validate by asking school teachers who supervised them
to endorse (or challenge) these, as well as add more/different evidence. This “dialogue” around students’
skills and evidence will also be a valuable learning experience for the students.

Wider competence: C6_3.3 Capacity and commitment to facilitate climates where learners can
enhance their creativity and try out new tools

The objective of this learning sequence relates to developing and measuring the combination of capacity
and attitude-commitment to implement the development of contexts where the learners feel free,
inspired and motivated to try and experiment new ideas, new instruments and methods they have
learned in order to discover new ways and to stimulate innovation and creativity.
Learning strategy: This can be started with sporadic activities first, well programmed and selected to
really carry it out during the long internship period.
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 Prepare process for systematic development of context and systems for personalized education.
 Understanding of capacities both of knowledge, capacities and attitudes of the students in the
class. Critical selection of tests of multiple learning styles and discussion in the class and with the
tutors and current teachers.

 Implementation of the tests in the classroom and guided analysis
 Plan for following up each the students and adaptation of the programmed activities according to
outcomes and how the learning should progress
 Have systematic records and evidences of progress
 Prepare a revised plan for a systematic introduction of contexts of diverse learning.

Subset 4
L6_3.4
Tutoring

K6_3.4
Knowledge of school
counselling processes
and of how to give
advice to children and
adolescents (and their
families/guardians) to
develop learners’ own
resources

S6_3.4
Ability to identify the
needs and accompany
learners towards the
development of own
resources; directing
learners (and their
families/ guardians) to
other professionals when
necessary

C6_3.4
Capacity and commitment to
ensuring that learners (and/or
their families/guardians)
receive necessary
accompaniment and counselling
in a timely manner

Knowledge: K6_3.4 Knowledge of school counselling processes and of how to give advice to
children and adolescents (and their families/guardians) to develop learners’ own resources

To gain knowledge of school counselling processes and of how to give advice to children and adolescents
(and their families/guardians) in order to help learners develop their own resources, student teachers
can pay a number of visits to three different schools, where they conduct short interviews with school
teachers and school counsellors to find out how the collaboration between school teachers and school
counsellors is organised and how school teachers perform learners’ needs analysis, accompany learners
towards the development of own resources and in which cases school teachers refer learners (and their
families/guardians) to other professionals. This can be done before the first internship period (and will
also help students decide which school they prefer to have their internship in) or during one of the
internship periods with one of the centres being the student internship centre. In this latter case, the
other two visits can be combined with peer-observation sessions in order to give their peer student
teachers feedback on certain aspects of their performance.
A whole-class session should probably precede these visits in order to permit students to develop
common interview scripts; while a follow-up session can permit students to share their findings and
insights.
In order to receive formative feedback, students can be required to share the outcomes of every visit
online (findings and reflections on the process of interviewing) and comment on each other’s entries.
University teacher can also comment on these intermediate entries, perhaps drawing students’ attention
to underexplored aspects or any misconceptions and misinterpretations.

Summative assessment can be done through asking students (in small groups) to create a memo/ a webpage with advice for novel teachers on what can be done to accompany learners towards the development
of own resources and when to direct learners to other professionals. Students could also be invited to
observe common patters between “primary data” from different centres and situate these within a
general picture by searching for best practice accounts in the literature/online. To continue working
towards this element of the their profile, students can also be asked to ace as “assessors” of their own
memo/ web-page once they move to the learning activities related to developing Subset 4 skills. In this
case, they can be asked to (1) reflect on their own original memos/web-pages, (2) give feedback on the
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initial memos/web-pages of other small groups, and (3) revise their own original products, justifying the
changes introduced.

Skills: S6_3.4 Ability to identify the needs and accompany learners towards the development of
own resources; directing learners (and their families/ guardians) to other professionals when
necessary

These skills will probably need to be developed in schools, during internship periods. As part of
internship periods, students can need to accompany 3 learners identified as in need of help by the school
teacher (or identified by the student teacher (intern) and “approved” by the school teacher) and hold at
least 4 sessions with each of the identified learners. Student teachers will be conducting the sessions,
while school teachers will be there to observe and complement the analysis, as well as to revise the
student teacher’s plan of actions before this is put in practice. Thus, experienced school teachers will be
constantly providing formative feedback to the student teachers. As in all other cases, reflective journal
and feedback from the accompanying experienced school teacher will be the two key elements of
assessment.
Wider competence: C6_3.4 Capacity and commitment to ensuring that learners (and/or their
families/guardians) receive necessary accompaniment and counselling in a timely manner

As already mentioned, all wider-competences in this dimension might best be developed and assessed
during the longer (final) internship period. Each wider competence should probably be reflected in the
rubric designed to monitor and assess the internship period; while students (through reflective journal
and self-assessment) and internship supervisors (through formative feedback and summative report)
will be conducting assessment during and at the end of this learning period.
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9. Conclusions
Three points that became evident during the process of creating Teacher Education Assessment
Reference Frameworks are worth reiterating.
Firstly, the important role of a teacher for the development of stronger societies and how this role needs
to be redefined in the new paradigm and in order to meet the future needs. The new teacher will be
committed to the profession and able to
-

motivate learners, stimulating their growth and development
accompany learners in their search for new knowledge, encouraging their curiosity and foster
learners’ ability to ask questions
create learning experiences, environments and cultures that facilitate exploration and creation of
new ideas, projects
equip learners with tools necessary to unlock doors towards reaching their fullest potential
foster learners’ solid value framework
continuously develop and involve others in learning.

Second, reflecting on the characteristics of the teacher for today and the future in a multi-cultural group
permits to arrive at a much more targeted picture and at the same time of jointly overcome possible
limitations of one national tradition and current circumstances. In other words, creating a meta-profile
gives an opportunity to pose deep questions about the key elements and the mission of the profession, as
well as to identify current strengths of Teacher Education degrees and areas where more effort is
necessary in order to reach the desired goals.
Third, the level of detail of the assessment framework is necessary in order to operationalise the “dream”
of the meta-profile: once the general aims have been agreed on, teacher educators need concrete
descriptors for every meta-profile element in order to guide their curriculum and syllabus development
efforts. These descriptors are also necessary to achieve the accountability and the quality of the
programme design and delivery.
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Glossary
See also http://ec.europa.eu/education/ects/users-guide/glossary_en.html

Assessment Reference Framework
A table containing the learning outcomes or descriptors defined as part of a Subject Area Qualifications
Reference Framework of Meta-Profile and more precise subsets of each one of them. Each subset, taken
together, describes in some detail the core elements and topics covered by a learning outcome statement.
In addition, the Assessment Reference Framework intends to offer insight in the most appropriate
strategies and approaches needed to assess the constituent elements of each learning outcome.

Competence
The European Qualifications Framework (EQF) defines a competence as ‘the ability to use knowledge,
skills and personal, social and/or methodological abilities, in work or study situations and in professional
and personal development’. In the context of the EQF, a competence is described in terms of responsibility
and autonomy.
Fostering competences is the goal of all educational programmes. Competences are developed in all
course units and assessed at different stages of a programme. Some competences are subject-specific
(related to a specific field of study), others are generic (common to any degree course). It is normally the
case that competence development proceeds in an integrated and cyclical manner throughout a
programme.

Credit (ECTS)
ECTS credits express the volume of learning based on the defined learning outcomes and their associated
workload. 60 ECTS credits are allocated to the learning outcomes and associated workload of a full-time
academic year or its equivalent, which normally comprises a number of educational components to which
credits (on the basis of the learning outcomes and workload) are allocated. ECTS credits are generally
expressed in whole numbers.
Dublin Descriptors
The Dublin Descriptors are the cycle descriptors (or ‘level descriptors’) presented in 2003 and adopted
in 2005 as the Qualifications Framework of the European Higher Education Area. They offer generic
statements of typical expectations of achievements and abilities associated with awards that represent
the end of each of a (Bologna) cycle or level. The descriptors are phrased in terms of competence levels,
not learning outcomes, and they enable to distinguish between the different cycles in a broad and general
manner. A level descriptor includes the following five components:
• knowledge and understanding;
• applying knowledge and understanding;
• making judgements;
• communication;
• lifelong learning skills.
Employability
Employability can be defined in short as ‘the skills and abilities that allows someone to be employed’. The
UK Higher Education Academy/ESECT have come up with the following definition of employabilityrelated competences: ‘A set of skills, knowledge and personal attributes that make an individual more
likely to secure and be successful in their chosen occupation(s) to the benefit of themselves, the
workforce, the community and the economy. 12’
12

Mantz Yorke, Employability in higher education: what it is – what it is not. Learning & Employability. Series One.

York, 2006: http://www.employability.ed.ac.uk/documents/Staff/HEA-Employability_in_HE(Is,IsNot).pdf .
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European Credit Transfer and Accumulation System (ECTS)
A learner-centred system for credit accumulation and transfer, based on the principle of transparency of
learning, teaching and assessment processes. Its objective is to facilitate planning, delivery and evaluation
of study programmes and student mobility by recognising learning achievements and qualifications and
periods of learning.

European Higher Education Area (EHEA)
The European Higher Education Area (EHEA) was launched on the Bologna Process decade anniversary
in March 2010, during the Budapest-Vienna Ministerial Conference. Building on the main objectives of
the Bologna Process since its inception in 1999, the EHEA is meant to ensure more comparable,
compatible, coherent and attractive systems of higher education in Europe.

European Qualifications Framework for Lifelong Learning (EQF)
The European Qualifications Framework for Lifelong Learning is a common European reference
framework which enables countries of the European Union to link their qualifications systems to one
another. It was adopted by the European Parliament and Council in April 2008. The EQF uses eight
reference levels based on learning outcomes that are defined in terms of knowledge, skills and
competence. It shifts the focus from input (lengths of a learning experience, type of institution) to what a
person holding a particular qualification actually knows and is able to do. It makes qualifications more
readable and understandable across different countries and systems in the European Union.

Qualifications Framework of the European Higher Education Area (QF-EHEA)
In the European Higher Education Area, qualifications frameworks are found at two levels. An
overarching framework (QF-EHEA) has been adopted in 2005 and all member countries committed
themselves to develop national qualifications frameworks that are compatible with this overarching
framework.
A national qualifications framework for higher education encompasses all the qualifications in a higher
education system. It shows the expected learning outcomes for a given qualification and how learners
can move between qualifications.
The aim of QF-EHEA is to organise national higher education qualifications into an overarching
European-wide qualifications framework. Within this Framework, qualifications are defined according
to levels of complexity and difficulty (Bachelor, Master, Doctor).
The QF-EHEA identifies four main cycles which are described by the 'Dublin Descriptors'. They offer
generic statements of typical expectations of achievements and abilities associated with awards that
represent the end of each of a cycle. The short, first and second cycles are also characterised by credit
ranges.
Knowledge
The body of facts, principles, theories and practices that is related to a field of work or study. In the
context of the European Qualifications Framework, knowledge is described as theoretical and/or factual.
For the bachelor and master level, knowledge is specified as follows:
Bachelor level: advanced knowledge of a field of work or study, involving a critical understanding of
theories and principles.
Master level: highly specialised knowledge, some of which is at the forefront of knowledge in a field of
work or study, as the basis for original thinking and/or research. Critical awareness of knowledge issues
in a field and at the interface between different fields.
Learning outcome
A statement of what a learner knows, understands and is able to do on completion of a learning process.
The achievement of learning outcomes has to be assessed through procedures based on clear and
transparent criteria. Learning outcomes are attributed to individual educational components and to
programmes at a whole. They are also used in European and national qualifications frameworks to
describe the level of the individual qualification.
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Lifelong learning
All learning activity undertaken throughout life, with the aim of improving knowledge, skills and
competences within a personal, civic, social and/or employment-related perspective.
Programmes and services contributing to lifelong learning within the higher education sector may
include mainstream programmes, continuing education, evening classes, specific programmes for parttime learners, access to libraries/higher education institution resources, distance learning, training
courses, targeted guidance and counselling services among other actions and initiatives.
Skill
The ability to apply knowledge and use know-how to complete tasks and solve problems.
In the context of the European Qualifications Framework, skills are described as cognitive (involving the
use of logical, intuitive and creative thinking) or practical (involving manual dexterity and the use of
methods, materials, tools and instruments). For the bachelor and master level, skills are specified as
follows:
Bachelor level: advanced skills, demonstrating mastery and innovation, required to solve complex and
unpredictable problems in a specialised field of work or study.
Master level: specialised problem-solving skills required in research and/or innovation in order to
develop new knowledge and procedures and to integrate knowledge from different fields.

Wider Competences
Operationalisation of knowledge and skills in the world of work: tasks/activities that the graduate is able
to perform and responsibilities the he/she is able to take on in the workplace.
They reflect both the parameters ‘Employability’ and ‘Civic, Social and Cultural Engagement’. Fostering
competences is the object of a process of learning and of an educational programme. For the bachelor
and master level, skills are specified as follows:
Bachelor level: manage complex technical or professional activities or projects, taking responsibility for
decision making in unpredictable work or study contexts; take responsibility for managing professional
development of individuals and groups.
Master level: manage and transform work or study contexts that are complex, unpredictable and require
new strategic approaches; take responsibility for contributing to professional knowledge and practice
and/or for reviewing the strategic performance of teams.
Student-Centred Learning
A learning approach characterised by innovative methods of teaching which aim to promote learning in
communication with teachers and students and which takes students as active participants in their own
learning, fostering transferable skills such as problem-solving, critical and reflective thinking (ESU,
2010).
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Appendix 1. Qualifications in Teacher Education
•
•

Austria:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Austria:Teachers_and_Education_S
taff
Belgium
o Flemish Community:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Belgium-FlemishCommunity:Teachers_and_Education_Staff
o French Community:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Belgium-FrenchCommunity:Teachers_and_Education_Staff
o German-speaking Community:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Belgium-GermanSpeaking-Community:Teachers_and_Education_Staff
• Bulgaria:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Bulgaria:Teachers_and_Educa
tion_Staff
• Croatia:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Croatia:Teachers_and_Educati
on_Staff
• Cyprus:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Cyprus:Teachers_and_Educati
on_Staff
• Czech Republic: https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/CzechRepublic:Teachers_and_Education_Staff
• Denmark:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Denmark:Teachers_and_Educ
ation_Staff
• Estonia:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Estonia:Teachers_and_Educati
on_Staff
• Finland:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Finland:Teachers_and_Educat
ion_Staff
• France:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/France:Teachers_and_Educati
on_Staff
• Germany:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Germany:Teachers_and_Educ
ation_Staff
• Greece:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Greece:Teachers_and_Educati
on_Staff
• Hungary:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Hungary:Teachers_and_Educa
tion_Staff
• Iceland:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Iceland:Teachers_and_Educati
on_Staff
• Ireland:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Ireland:Teachers_and_Educati
on_Staff
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•
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•
•
•
•
•
•
•
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Italy:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Italy:Teachers_and_Education
_Staff
Latvia:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Latvia:Teachers_and_Educatio
n_Staff
Lithuania:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Lithuania:Teachers_and_Educ
ation_Staff
Luxembourg:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Luxembourg:Teachers_and_E
ducation_Staff
Malta:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Malta:Teachers_and_Educatio
n_Staff
Netherlands:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Netherlands:Teachers_and_Ed
ucation_Staff
Poland:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Poland:Teachers_and_Educati
on_Staff
Portugal:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Portugal:Teachers_and_Educa
tion_Staff
Romania:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Romania:Teachers_and_Educa
tion_Staff
Slovakia:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Slovakia:Teachers_and_Educa
tion_Staff
Slovenia:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Slovenia:Teachers_and_Educa
tion_Staff
Spain:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Spain:Teachers_and_Educatio
n_Staff
Sweden:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Sweden:Teachers_and_Educat
ion_Staff
Turkey:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Turkey:Teachers_and_Educati
on_Staff
UK
o England: https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/UnitedKingdom-England:Teachers_and_Education_Staff
o Northern Ireland:
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/United-KingdomNorthern-Ireland:Teachers_and_Education_Staff
o Scotland: https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/UnitedKingdom-Scotland:Teachers_and_Education_Staff
o Wales: https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/UnitedKingdom-Wales:Teachers_and_Education_Staff

Appendix 2. Occupations and Tasks
FRANCE
Jobs: Master graduates normally become primary school teachers, secondary school teachers, school
counsellors, or teacher trainers

Tasks:
Master graduates
• Lesson planning [Teaching]
• Lesson delivery [Teaching]
• Student evaluation [Teaching]
• Syllabus design [Design]
• Educational projects [Design]
• Pastoral care of students [Student personal development]
• Administrative tasks [Collaboration]
• Attendance at school meetings [Collaboration]
• Transdisciplinary collaboration [Collaboration]
• Continuing professional development [Professional development]

(Note: Teachers are recruited by competitive exam and if they succeed become state civil servants,
which is a unique feature. As of 2011, candidates must have a two-year master degree in order to enter
this competitive exam.)

GERMANY

Jobs: 73% of the teacher education bachelor graduates work in education, research and culture. 87% of
the teacher education master's graduates work in education, research and culture. As a consequence, only
a small part of the graduates work in for instance the manufacturing industry, associations and
organizations, or public administration or service sector (Fabian et al. 2016, p. 128).
Tasks:
• Coordinated planning, organizing and reflection of teaching and learning processes based on
scientific insights as well as individual and systemic evaluation [Teaching];
• Assessment and counselling within lessons and concerning the awarding of degrees and certificates
in a competent, just and responsible manner [Teaching];
• Communication with different parties (particularly parents) with the aim to find constructive
solutions for problems in education [Teaching];
• Establish contacts to out-of-school institutions and the labour market [Collaboration];
• Take part in school development with the aim of creation of a learner-friendly environment and a
motivating school climate [Collaboration];
• Participate in internal and external evaluations [Collaboration];
• Take part in internal and external professional development [Professional development]

(Relevant documents: Fabian, Hillmann, Trennt & Briedis, 2016; Henecka and Lipowsky, 2004; KMK
2000, 2014; Radhoff & Ruberg 2016; Züchner 2016).

HUNGARY

Jobs: Bachelor graduates normally become pre-school teachers, primary school teachers, ethnic minority
primary school teachers, conductive teachers, special needs educators and therapists, or infant and early
childhood educators. Graduates of undivided training degrees equivalent to a bachelor and master
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together normally become special needs educators; or teachers of particular subjects (e.g. Hungarian
language and literature; English language and Culture, Biology, Mathematics, or Chemistry).

Tasks:
Regardless of the degree level:
• Teach the subject – plan, organize, design, manage, assess students' learning and reflect on the teaching
and learning process [Teaching]
• Stimulate learner control [Teaching]
• Evaluate and assess student's learning and achievement [Teaching]
• Stimulate the formation of “healthy” student groups/communities [Teaching/ Students’ personal
development]
• Communication with different parties (especially with parents) with the aim to find constructive
solutions for problems in education [Teaching]
• Designing pedagogical processes [Design]
• Stimulate the development of the individual student’s personality and talent [Student’s personal
development]
• Take part in school development, in designing and evaluating the school's pedagogical programme
[Collaboration];
• Participate in internal and external evaluations [Collaboration];
• Take part in professional development and take part in scientific research, in educational researches
[Professional development and Collaboration]
(Relevant documents: Decree regulated by the Ministry of Human Resources. 8/2013. (I. 30.)

ITALY

Jobs: Most teacher education programmes at the bachelor’ level take five 5 years. Students who
graduate from these programmes can work in pre-schools and in primary schools. Students who take
an additional year at the master level can work in secondary schools.

Tasks:
Bachelor graduates:
• Design and implementation of educational activities for children [Teaching and Design]
• Support children and adults with disabilities [Student personal development]
• Design and implementation of educational activities for marginalized people, people with disabilities
and/or people at risk [Student personal development]
• Tutoring of teaching programmes [Teacher education]

Master graduates:
• Design and implementation of instructional activities for children (primary school and kindergarten
[Design]
• Design and implementation of evaluation, monitoring and quality assurance procedures [Design]
• Design of training programmes [Teacher education]
• Staff development [Professional development]
• Research and data analysis [Research and projects]
• Fund raising of grants for educational projects [Project]

(Relevant documents: Ministerial Decree 10. 09. 2010 n. 249)
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LATVIA
Jobs:
After Master graduates: Teachers in pre-school education
After Master degree in pedagogy and acquisition of qualification of a teacher in a chosen subject: Teachers
in general primary education; teachers in general secondary education; teachers in special education.
After higher education study programmes in an industry: Teachers in vocational secondary education;
teachers in vocational education. Second level higher education study programmes in pedagogy and
acquisition of qualification of a teacher in a chosen subject or a Bachelor or Master degree in pedagogy
and acquisition of qualification of a teacher in a chosen subject

Tasks:
Bachelor graduates:
•
•
•
•
•
•
•
•
•

Design and implementation of educational programmes and activities [Teaching];
Prepare tests and exams for testing of student achievement [Teaching];
Organize and manage individual work with students [Teaching];
Manage lessons and pupils in classroom [Teaching];
Ensure discipline in the classroom [Teaching];
Prepare necessary teaching materials [Design];
Prepare reports about pupils' work and discuss it with other teachers and parents [Collaboration];
Participate in discussions about the work of school and pedagogical work [Collaboration];
Organize extracurricular activities [Collaboration]

(Relevant documents: Regulations No. 662 of 28 October 2014 by the Latvian Cabinet of Ministers.
Profession classification of the Republic of Latvia are established in the Regulations No. 461 of 18 May
2010 by the Latvian Cabinet of Ministers.)

LITHUANIA

Jobs: Graduates find employment in local government, public companies, private enterprises and nonfor profit organizations. Most Bachelor graduates work as early childhood educators, primary school
teachers or social pedagogues.
Tasks:
Bachelor graduates (Primary Education)
•

•

•

communicate in the native and foreign languages consistently, logically and expressing ideas
vividly; communicate and cooperate with pupil’s family and the other participants of the
educational process in accordance with the principles of constructivism and positivity, share the
best practices
analyse diversity of Lithuanian and world cultures, shall communicate in a multi-cultural
environment, demonstrate humanistic, democratic attitudes, implement them with a respect
towards pupil’s individuality; analyse and evaluate the Lithuanian and global tendencies of
educational experience and science shift
use innovative technologies in organizing formal and non-formal education; apply appropriate
evaluation systems and methodology evaluating each pupil’s abilities and educational needs; use
the inventory of subject progress and achievement in organizing evaluation of pupil’s progress
and achievement
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•

•
•
•
•
•
•

use the most modern IT and specialized computer programmes in organizing a learner-cantered
education process; develop students’ informational culture, computer literacy and technical
skills; create virtual learning environments using ICT
reflect on and build the prospect of occupation and personal career
set realistic goals, reflect the process of learning, and choose appropriate learning strategies
organize a research of professional performance and use the results for improvement of
education, editorialize consistent patterns of pupil’s development, pupil’s needs and possibilities,
evaluate education situation;
reasonably and responsibly apply pupil’s motivation and self-esteem boosting means and
techniques; analyse and apply curriculum documents in professional practice;
work in a team, plan, organize and realize the educational projects;
create a safe, favourable for children adaptation, and holistic education environment, apply active
educational environment creation methods; organize educational process of pre-primary age
children creatively and innovatively. link specifics of pre-primary age child and his needs, shall
evaluate and ensure progress of his/her education; Shall create educational environment
favourable to pre-primary age child self-expression and development of competencies

Bachelor graduates (Social Pedagogy): Evaluate students’ needs; plan social pedagogical help for
students; utilize methods of individual work with the students; organize student’s activities, helping
better their social functioning; analyse and evaluate the effectiveness of social pedagogical work; evaluate
student’s standing in a social group; organize student’s activities in a group, analyse and evaluate the
changes in a group; evaluate the student’s environment, organize the public’s education in order to avoid
negative social pedagogical occurrences; analyse the effectiveness of preventive work; communicate and
cooperate with student’s family members, educational institutions, and other organizations, coordinate
social pedagogical help for the students, work in teams; apply methods of social research.

Bachelor graduates (Early Childhood Pedagogy): Supervise and educate children from birth to 7 years
old, following the modern understanding of childhood: respect for the child and acceptance of active
children in education; accepting children and their parents (guardians) as equal participants of the
educational process; create a safe environment, favourable to every child’s growth, play-time and
education, following the positive and supportive outlook on children, understanding the importance of
discovering children’s potential; create and implement pre-primary education programmes together
with children and parents, while creatively integrating the educational content and process; individualise
education following the guidelines of inclusive education, taking into account every child’s experiences,
needs and interests, abilities, learning style, gender, character, special educational needs, language
(multilingual family), and socio-cultural environment (disadvantaged, migrant, and other); use games
and other innovative methods in the educational process that would help every child fully reveal their
potential in various pre-primary education activities; observe children, reflect and evaluate their
advancement, plan the educational process in accordance with every child’s educational needs; plan one’s
own activities, reflect on them, complete practical research while selecting adequate research strategies
and methods, develop one’s professional knowledge and abilities, share one’s experience with colleagues
and parents, and in constructive partnership with other participants and specialists of the educational
process; work in a team: participate in projects, activities in professional circles, educational and social
change processes.
(Relevant documents: The Law of the Republic of Lithuania on Education, 17 March 2011 No XI-1281,
Vilnius.; 2. Pedagogues’ Training Regulations No. V-54 of 8 January 2010, Vilnius; Descriptor of the Study
Field of Education No V-1264 of 10 December 2015, Vilnius (Lith. Švietimo ir ugdymo studijų krypčių
grupės aprašas, abr. ŠUSK); Order Of The Minister For Education And Science Of The Republic Of
54

Lithuania For Approval Of The Certification Statute For Teachers And Educational Support Professionals’
(Except Psychologists) No Isak-3216 of 24 November 2008, Vilnius

The NETHERLANDS

Jobs:
Bachelor degree
One year after graduation from a teacher of primary education programme:
• 70% worked in rimary education
• 9% worked outside education
• 22% did not have a job or worked for <12 hours

One year after graduation from a teacher of secondary education programme:
• 75% worked in secondary education
• 17% worked outside education
• 8% did not have a job or worked for <12 hours
Master degree
One year after graduation from a teacher of secondary education programme:
• 79% worked in secondary education
• 13% worked outside education
• 7% did not have a job or worked for <12 hours

Tasks:
• Design, prepare and deliver high quality (from a content and a pedagogical perspective) learning
opportunities and assess the results [Teaching];
• Organize the learning environment [Teaching];
• Build productive interpersonal working relationships with students/classes [Teaching];
• Help students develop into morally healthy persons [Student personal development];
• Collaborate productively with colleagues [Collaboration];
• Collaborate productively with parents and the community [Collaboration];
• Develop further as a professional [Professional development]

(Relevant documents: van Leenen, H., & Berndsen, F. E. M. (2013). Loopbaanmonitor onderwijs 2012:
Onderzoek naar de arbeidsmarktpositie van afgestudeerden van de lerarenopleiding in 2011. [Research
into the position on the labour market of teacher education graduates in 2011] Amsterdam: Regioplan
Beleidsonderzoek. Data are about position on the labour market, 1 year after graduation in 2011. Having
a job is defined as working for >12 hours in that job.)

POLAND

Jobs:
Bachelor graduates
• Primary school teacher
• Private language school teacher
• Language school owner/manager
• Education administrator
• Editing/publishing employee
• Counselor
• Self employed
• Marketing/ IT marketing specialist
• Freelance translator
• Customer sales/marketing manager
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•

MA/PhD student in American studies/ sociology/ Modern languages/ journalism/ political sciences

Tasks:
• the graduate has psychological and pedagogic knowledge enabling him/her to comprehend the
processes of human development, socialization, upbringing, teaching and learning
• the graduate has knowledge pertaining to didactics and methodology, and experience in having
it applied to practice
• the graduate has skills and competences needed in thorough realization of didactic, educational,
and care-giving school tasks, including self-preparation and adjustment of school curriculum to
learners' needs and abilities
• the graduate has an ability to learn and develop his/her pedagogic skills, he/she is able to search,
analyse, evaluate, select, and use information using a variety of sources and methods
• the graduate is able to communicate effectively, using a variety of channels and techniques, both
with the learners and with others, partaking in the educational process, and with experts
supporting this process
• the graduate possesses ethical sensitivity, empathy, openness, reflexiveness, pro-social attitude
and the sense of responsibility
• the graduate is practically prepared to perform professional tasks (didactic, educational, and
care-giving) as a teacher

(Relevant documents: Minister of Science and Higher Education's Decree on the standards of education
preparing one for the teaching profession (Journal of Laws from 6 Feb 2012, item 131). The Decree
specifies seven general teaching outcomes for teacher education graduates. Since 1st October 2014, the
amended Law on Higher Education in Poland obliges higher education institutions to monitor careers of
their graduates.)

ROMANIA

Jobs: Primary and pre-school teacher degrees are achieved at the high school level through pedagogical
high schools as well as Bachelor Programmes. Pedagogy for pre-school and primary school education are
provided by the Faculty of Psychology and Educational Sciences.
Teacher training for secondary schools and higher education is implemented within a professional skills
training programme for teaching provided by the Teacher Training Departments. Students follow this
programme during bachelor and master studies at the same time, or after bachelor studies.
In accordance with the Occupations’ Classification in Romania typical occupations for teacher education
graduates are:
• Teachers in primary and pre-school education
• Teachers in secondary education
• Teachers in secondary education, post-secondary
• Teachers in professional education
• Teachers in special education for children with special needs and support teachers
• Teacher in Higher Education: assistant professor, lecturer, associate professor, professor
• Specialists in teaching methodology: researcher in pedagogy, pedagogical research assistant,
education counsellor, educational expert, inspector
Tasks:
•
•

•
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design of teaching (developed quality curricular standards focused on objectives and pupils)
management and monitoring of the learning process (enhanced connections between the
subjects taught in the primary and lower secondary levels and the explicit promotion of
interdisciplinarity at upper secondary level)
evaluation of educational activity (improved value system for selection, assessment and
evaluation, through a greater role of the formative evaluation (proficiency standard, criteria by
items etc.)

•
•
•
•

•
•

use of digital technologies
knowledge, counsel and differential treatment of students
classroom management
institutional development of the school and school-community partnership (the development
and promotion of new modern concepts about the educational relations between the educator
and the pupil or the student)
career management and professional development

applied educational research

(Relevant documents: C.O.R. (acronym for Occupations’ Classification in Romania) was regulated by
Government Decision 1352/2010 and Order 1832/2011 of the Minister of Labour, Family and Social
Protection. Typical occupations of graduates of Teacher Education degrees in Romania are described in
the Law of National Education (2011 n. 1))

SPAIN
Jobs:
•
•
•
•

Educator and Pedagogical Advisor
Personal, academic or familiar counsellor,
Counsellor in specialized consultancy firms in education,
Designer of educational materials

In the social context and/or that of a company:
• Director and senior technician in the area of education, personal, cultural and social services,
justice, etc. (administrations and private entities)
• Director and technician of socio- educational and cultural centres.
• Advisory teaching in associations and entities of nature socio-educational and cultural.
• Director and Manager of projects and initiatives of sustainable human development
• Mediator socio-educational and cultural
• Manager, technician and trainer in educative organizations
• Guiding professional and labour
• Producer and consultant teaching in publishing
• Manager of training projects in any field
• Designer of educational programmes through technological means
• Technician in processes of educational innovation and quality management

Tasks:
1. Teaching and training
2. Planning and designing learning processes within and outside a formal educational setting
3. Evaluation and assessment of the learning processes
4. Guidance to parents
5. Management and organisational activities
6. Research on use of ICT in schools
7. Participating in or leading (multi-)professional teams
8. Design and implementation of projects
9. Consultancy in relation to learning, teaching and assessment (processes)

TURKEY
Jobs: First cycle graduates teach at state or private primary and secondary schools. Second cycle
graduates are usually already working as teachers at state or private schools. They are also able to find
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jobs as instructors at universities. This is more possible for the graduates of English Language Teaching
Department.

Tasks:
Bachelor graduates:
• Preparing lesson plan [Teaching];
•
Implement the plan, prepare extra material, evaluate student development, prepare extra material
and exams for children who needs special care, adult education (sometimes literacy courses are
offered by schools) [Teaching];
• Identify individual and group problems and contact school counsellor [Student personal
development];
• Contact parents, join in administrative work [Collaboration];
• Design and supervise extracurricular activities [Collaboration];
Master graduates:
All of the above and:
• Needs analysis, Curriculum design [Design];
• Doing research [Research];
• Taking part in service training as trainers [Teacher education]
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Appendix 3. List of the first Subject Area Group for Education 2001-2008 (Tuning
Education SAG)
The working group was co-ordinated by Arlene Gilpin (Subject Area Coordinator) and Maria SticchiDamiani (Higher Education Expert). All SAG members below have contributed to the 2009 edition
Reference Points for the Design and Delivery of Degree Programmes in Education, which was edited by
Sheelagh Drudy, Arlene Gilpin and Lars Gunnarsson.
Members of the 1st Education Subject Area Group (SAG)

Sheelagh Drudy
University College Dublin
Ireland

Lars Gunnarson
University of Göteborg
Sweden

Vlasta Vizek Vidovic
University of Zagreb
Croatia

Søren Ehlers
The Danish University of Education Copenhagen
Denmark

Arlene Gilpin
(Subject Area Coordinator)
United Kingdom

Tuula Asunta
University of Jyväskylä
Finland

Siegfried Kiefer
Paedagogische Akademie des Bundes in
Oberoesterreich, Linz
Austria

Marie-Françoise Fave-Bonnet
Université Paris X Nanterre
France

Georgios Stamelos
University of Peleponnese
Greece

Giunio Luzzatto
Università degli Studi di Genova
Italy

Nilza Costa
Universidade de Aveiro
Portugal

Tone Skinningsrud
University of Tromsø
Norway

Maria Sticchi-Damiani
(Higher Education Expert)
Italy

Pavel Zgaga
University of Ljubljana
Slovenia

Blerim Saqipi
University of Prishtina
Kosovo

Delfin Montero
Universidad de Deusto,
Bilbao, Spain

59

Appendix 4 - CALOHEE Framework for Civic, Social and Cultural Engagement
Knowledge

Skills

1. Demonstrate critical
understanding of
similarities and
differences in and
between societies and
cultures

Identify, describe and analyse
interaction in and between
societies and cultures

2. Demonstrate critical
understanding of the
processes of
information and
communication

Review and judge (mis)use of
sources, data, evidence, qualities,
intentions and transparency and
expert opinions

3. Demonstrate critical
understanding of the
processes of
governance and
decision making

Apply and support agreed
governing principles, norms and
values regarding fairness,
transparency, accountability,
democracy and relevance in
decision and policy making
processes
Understand and apply the
processes of decision making
and the consequences of actions
taking into account principles,
norms, values and standards
both from a personal and a
professional standpoint.

4. Demonstrate critical
understanding of
general ethical
principles, norms and
values and
professional
standards

Autonomy and Responsibility
(Wider competences)
Demonstrate engagement in the
public and professional domain by
developing scenarios and alternatives
and/or identifying best practices of
interaction between societies and
cultures and – if required –
interventions
in case of tensions and/or conflicts

Active contribution in the
public and professional domain to
societal
debates using reliable data and
information sources and informed
judgements

Active contribution to and with local
and (inter)national communities,
community groups, (political)
organisations and pressure groups
respecting agreed principles, norms
and values

Active contribution to upholding,
promoting
and defending general ethical
principles,
norms, values and professional
standards in governance,
communication and cultural
interaction in the public and
professional
domain.

This table was prepared by (in alphabetical order): Pablo Beneitone, Julia González Ferreras, Alfredo Soeiro,
Robert Wagenaar, Ingrid van der Meer and Maria Yarosh.
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Contact

The Tuning Projects, including CALOHEE, are co-ordinated by the University of Deusto, Bilbao, Spain and
the University of Groningen, The Netherlands.
General Co-ordinators
Robert Wagenaar
Director
International Tuning Academy
University of Groningen
r.wagenaar@rug.nl

Pablo Beneitone
Director
International Tuning Academy
Deusto University, Bilbao
pablo.beneitone@deusto.es

Contact
Ingrid van der Meer
Project Manager
International Tuning Academy
Faculty of Arts
University of Groningen
P.O.Box 716
9700 AS Groningen
The Netherlands
Tel.: +31 50 363 6059
y.van.der.meer@rug.nl

Visit the Tuning websites for more information:

 International Tuning Academy: http://tuningacademy.org
 Tuning Europe: http://www.unideusto.org/tuningeu/
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