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General introduction



The conceptual framework for the new projed®plicies and practices for teaching socio-
cultural diversity, was developed throughout 2005 by the Secretamat Bureau of the
Steering Committee for Education (CDED) and waspéetb at the CDED plenary session in
October 2005.

Its development was shaped by a number of ever20®, some of which occurred at the
highest political level in the Council of Europehie others had to do with intergovernmental
co-operation in the education sector. The objestmarsued under the project are in line with
the desire expressed by heads of state and govetran¢éhe 3rd Summit in Warsaw (May
2005) to recognise the need to promote a demoaratiare and to foster intercultural and
inter-religious dialogue both among European peoplel between Europe and its
neighbouring regions.

Earlier, at the 21st session of the Standing Cenfsx in Athens in November 2003,
European education ministers had redefined thecbbgs of educational co-operation in
Europe and recognised the role of interculturalcatdan and the major contribution of the
Council of Europe in maintaining and developing tineity and diversity of European
societies. They asked the Council of Europtr alia, to:

— re-launch conceptual research on intercultural atilie with a view to adapting
terminology and clearly defining the content andteat of intercultural education;

— encourage member states to introduce the interaliltlimension in their education
policies, in order to enable appropriate considenadf dialogue between cultures;

—  devise and promote working methods to facilitagititegration into states’ own initial
and in-service training programmes of the pring@pdé non-discrimination, pluralism
and equity;

—  recognise the potential of ICTs as a tool for prongintercultural learning in a global
context;

—  develop educational strategies and working methogsepare teachers to manage the
new situations arising in our schools as a reduttiscrimination, racism, xenophobia,
sexism and marginalisation and to resolve conflitts non-violent way.

The Faro Declaration on the Council of Europe’'satsgy for developing intercultural
dialogue, adopted at the close of the celebrationsnark the 50th anniversary of the
European Cultural Convention, mapped out sevenaises of action with regard to the future
priorities of intergovernmental co-operation in #aucation sector, which echo the concerns
expressed by education ministers at the Athensscen€e. They include:

- respect for cultural rights and the right to ediorgt



— introducing inter-sectorial public policies thaicenrage cultural diversity and dialogue;

—  developing knowledge of history, cultures, arts eglifjions;
—  supporting cultural and artistic activities and lexeges, as a vehicle for dialogue;

— enhancing all opportunities for the training of ediors in the fields of education for
democratic citizenship, human rights, history amerncultural education.

Teacher training: focal point of the Council of Europe’s intergovernmental
co-operation in the field of education

Against this background, and in response to thetiqal priorities set by ministers, the
Council of Europe’s Steering Committee for Eduaati@gan, in 2006, to step up its teacher
training activities in various areas such as edowdbr democratic citizenship, the European
dimension of education, the education of Roma ohildand history and language teaching.
Its training programme for education professionegds bolstered by the gradual introduction,
in 2006, of training modules for teacher trainers.

Even though the emphasis has been mainly on demgldgaching material based on
methodological concepts, principles and approacmes examples of learning activities in
various fields (languages, history, citizenshipadion, etc.), one area of ongoing concern is
the development of new skills, and in particulag thays in which these are acquired by
teachers, as they face up to the new challengasecr®y changes in contemporary societies.

It should be emphasised that these new skills remmanfined to specific areas depending on
the disciplines taught and tend not to spread heythe context in which they were
developed. Consideration could be given to introulyi@ reference framework that would
serve as a common denominator, and incorporate™shills of fundamental importance (for
the Council of Europe). Were this common denomin&iobe “education in diversity”, the
skills featured in the reference framework, onaare and applied, would provide teachers
and education professionals in general with a \dduaool for dealing with the growing
diversity of our societies.

The project and its objectives (2006-09)

Clearly, a key role here falls to pre-service tiragninstitutions, and to curricula which have
never been the main focus of a Council of Europgept. The project, “Policies and practices
for teaching socio-cultural diversitygccordingly seeks to address some key issues in pre
service teacher training and to introduce commancyples for managing diversity at school.

It is mainly aimed, therefore, at educational pplicakers and, more specifically, teacher
trainers.

The Steering Committee for Education wished to Wgvehe project over three separate
phases:



1) First phase, 2006-07: analysis of existing teadtaining curricula in a number of states,
curricula that are designed to give teachers thks skeeded to manage culturally diverse
classes;

2) Second phase, 2007-08: drafting of a framewénkeav teacher competencies on diversity
education;

3) Third phase, 2008-09: drafting of guidelines sipport for reforms through the
organisation of training sessions and awarenesggpactivities with stakeholders.

Methodology

When it comes to training, the first thing thatisgs to mind is curricula, but other areas are
worth exploring too, such as admissions policiescruitment policies, professional
development of teaching staff, the role of reseatble internal organisation of training
institutions, community relations, and so on.

All of these issues were the subject of a surveighthe ad hoc advisory group (ED-DS), set
up by the CDED to run the project, carried out dgrihe initial phase (2006-07) in 16
member states and 26 teacher training institutions.

The survey was conducted in two stages:

- preparation of national reports on in-service tea¢haining in socio-cultural diversity
based on a common questionnaire;

— interviews with the various target groups concerredcher trainers, new teachers and
administrators in pre-service training institutions

First stage: National reports

The ad hoc group defined the structure of the natiaeports, and then drew up a
guestionnaire elaborating on that structure. To entlle results easier to understand, it is
important for readers to always bear in mind thatsiudy is confined to pre-service training
of primary and lower secondary teachers, namelyESClevels 1 and 2, so that only

compulsory education is covered. In the presematiofindings we shall refer to these two

levels.

The structure adopted by the group is as follows:

Part 1: Policies

Part 2: Curricula/Programmes

Part 3: Teacher qualifications

Part 4: Teacher training institutions

The questionnaire, which is available in both Fleand English, was distributed to the
member states in spring 2006.

1. International Standard Classification of EdumatiUNESCO.



Second stage: Interviews

The second stage is based on semi-guided intervieovglucted in teacher training
institutions, across three separate groups usimege thlifferent questionnaires. For each
institution, the ad hoc group asked that, as faassible, the interviews involve:

— an academic manager;

—  afew teacher trainers;

—  some teachers who had left the institution twchoed years earlier.

The participating countries were asked to chooset¢lcher training institutions where the
interviews would be conducted.

To help them choose, the group suggested thatuseyhe following criteria:

— include any geographical areas that are distinclivederms of social context or
diversity;

- include at least one institution that trains bothmary and lower secondary teachers
(ISCED levels 1 and 2). If there are no such instins, select one of each kind;
— consider institutions that have specific activitiegted to diversity;

—  take account of the size, status (state-run/prjvatel location (urban/suburban/rural,
central/local);

—  to avoid overlap, refrain from choosing two indiibns that have similar features in
relation to the above criteria;

- choose a maximum of five institutions.

The group met several times in 2006 to compileghestionnaires to be used for preparing
the national reports and to arrange interviews, asd to discuss the survey findings and
make recommendations.

The present report containgier alia, the main findings of the survey and a comparative
analysis, while at the same time making a serieg@mmendations for educational policy-
makers about teacher training.



Chapter 1

Socio-cultural diversity: content and context
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Diversity is an issue that has been recognisedoahtically dealt with on a national level and
in international fora. Policies on diversity cutr@ss different policy areas, but this report
focuses on education and teacher education angattieular role teacher training plays in
preparing teachers for the task to teach and eelueat generations of children for a future in
which they will increasingly have to appreciateiegrand deal with differences.

Diversity as a value implies the notion of an isthg society, with a vision of providing all
inhabitants, regardless of differences, with oppaties to participate and form their lives on
an equal footing, within an atmosphere of goodti@mia between groups and communities,
and without too much social tension. Thus the motibcelebrating diversity is important, as
it appears to present a departure from the catgothinking that has resulted in
marginalisation and hierarchisation of particularoups. Major social and economic
differences and structural discrimination based ethnicity, class, gender, religion and
disability are felt to be problems that should barteracted with active national policies and
constitute a major concern for the Council of E@rop

Diversity is in itself a neutral term comprisind kinds of differences between individuals
and groups. Diversity may have biological, cultuaad structural origins. Socio-cultural
diversity implies by definition human differencdsat are socially or culturally constructed.
Hence, from a socio-cultural point of view, divéysis not neutral, but implies problems of
discrimination and inequalities that must be destlh by authorities and individuals, and this
fact is the very reason that the current projedt toabe initiated by the Council of Europe in
the first place.

Rather than finding one common definition, we tdéke concept as it has been used in the
Council of Europe’s education activities and ifitias as a point of departure. Key issues
involving diversity in this context are access wueation and learning activities for all,
plurilingualism, respect for minorities, integrati@f immigrants, education for citizenship,
education of Roma children, equal opportunitiestgquat school, intercultural
teaching/training, the preservation of individuaiqueness while promoting common values
and social cohesion, flexible educational provisi@s well as specific learning needs and
expectations.

Some types of diversity are regarded as “natural’genetic rather than “cultural”, for
example, skin colour, gender, and certain form&aridicap. However, such characteristics
may become differentiated in a hierarchical marereat subject to discrimination varying
over time, location and circumstances.

But apparently “natural” diversities may also baultaral” as diversities are embedded in
particular political, cultural and relational coxt® Being and/or feeling disabled depends on
how society and environments are designed, for pl@rthe extent to which the physical and
social environment is constructed for facilitatimghindering participation for individuals and
groups.

Socio-cultural aspects of diversity and problemsetjuality between groups and individuals
are dealt with in several ways: by national legisla and regulations of institutional
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practices, political strategies and social prastitteat are intended to enhance participation
and access to social goods for all, for examplacation, and counteract marginalisation and
exclusion. However, policies and institutional piees may still have unintended
consequences. Through legislation and institutiggegulations are “structured” both in
society at large and in school. Systems of divisiand services intended to help and assist
people may have the opposite effect. Special pimwsare based on definitions of identity by
means of a terminology, implying practices of ingtonal categorisation and classification
that may differentiate between pupils in ways tl@akate or maintain inequalities.
Terminology is underpinned by a particular underdiiag or notion of individuals and
groups, which in turn tend to give direction toip@s and practices.

In the common grid outlined by the ad hoc adviggoup, the following dimensions of socio-
cultural diversity have been proposed: immigraatstural and linguistic diversity, religious
minorities, special needs, gender and other. THesensions provide a starting point for the
country report and questionnaires for our invesitigaon how teachers’ education deals with
diversity. The review indicates that there arealdhces between the countries in relation to
their views on problems and what is emphasisedegarded to be significant enough to call
for political strategies and provisions in teactiaming programmes.

Cultural diversity is noted and protected by humights agreements. Presenting it through
educational systems is not only a fundamental idsuiealso a point of enrichment in
knowledge and the dynamics of plural cultural iders.

Most countries are multiethnic and multilingualthalugh an appreciation of this fact may
have evolved quite recently in some countries. o minorities have in most member
states gradually become recognised with culturdlleguistic rights.

Immigration to Europe represents a new challendeb&b migration is of course not a new
phenomenon. People have travelled and crossednabtimrders throughout history for a
variety of reasons: either by force, necessity df because of natural disasters, poverty,
desire for a better life, new future, desire foveture, colonialism and refuge from wars.
The colonisation of third world countries in thaufioand east and on the American continent
by European countries has had a great impact oopeuas well as the colonised countries,
both then and now.

The increasing number of immigrants and refugedsut@pe during the last forty years still
represents something new in an age of globalisatiespect of human rights and state
responsibility. First and foremost, the “new” stioa represents a new reality for the
education systems, particularly due to increasedathels to take diversity into consideration
in teaching programmes and enhance the rightsdwiduals and groups to a much higher
extent than in the past.

An education system does not exist in a histoacal social vacuum. It functions within the

framework of a dominant culture with specific pioil outlooks, attitudes, values and norms.
But these frameworks are not static; they are naotisly changing. This becomes evident
when looking at recent legislation and reforms iosinEuropean countries in education and
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teacher education with implications for pupils frogultural and lingual minority
backgrounds.

Some countries have a long history of multicultigral as a multitude of cultures and
religions have coexisted for centuries, with pesiatharacterised by peaceful relations and
others by antagonism and conflicts, even civil wdmme countries, although comprising a
number of minority populations, have in the wakenafion building, been based on a mono-
cultural and mono-lingual orientation based on @omoof a homogeneous population often
influenced by a dominant elite. In these casesnatiunity and commonality is emphasised
with assimilation of minority populations as a rési’he view of immigration and “the
immigrant” is changing over time, from a requiremehadapting to national norms in terms
of culture, language, outlooks and general behaytouan increasing recognition of rights to
be different with emphasis on integration or ina@asin a pluralist society and school.

The schools, to an increasing extent, experiengeamumber of children who have limited
skills in the predominant national language, usutie language on which the teaching is
based, fail in school or achieve poorer results tise who have the teaching language as
their first language. Language has gradually becamésue seen both as a cultural tool, a
mark of identity and belonging, and an instrumeint@mmunication. To learn the national
language(s) in a particular country is seen asnéisé@¢o get access to education, be able to
succeed in school, and it is a key to getting acteshe democratic and social institutions,
which is a sign of a successful integration. Inigocelations a common language is an
instrument for social interaction and sharing operxences and a vehicle for building up
social bonds and trust.

In classrooms today, in nearly every country of wegld, multilingualism is the rule rather
than the exception. The linguistic identity and-seinfidence of pupils who represent small
minority languages will be strengthened if theimdaage gets a certain space within teaching.
For teachers, on the other hand, multilingual ctassis are a big challenge, and in a number
of countries legislative and special provisionsehéeen installed to meet the pupils’ needs,
both with respect to the learners’ language histong the learners’ need to acquire language
skills in order to follow the teaching. This repeass great challenges for teacher education
programmes. The various countries meet this chgdlem different ways.

Many countries have recognised the importance dtling upon a child’s first language.
Mother tongue education has been recognised asortant basis for identity building, on
the one hand, and for second language acquisdiothe other. It is also seen as a necessary
tool for those with poor skills in the teaching daiage to gain access to the subjects. In some
countries lingual (and cultural) minorities haveeithown schools separated from the
mainstream.

Foreign language education has also attained neitusstas crucial for enhancing
communication within Europe and internationallyaimarea of globalisation.

Religious diversity is one of the types of diveramong Council of Europe countries. Some
years ago, it became one of the crucial ones. Ralig one of the factors that define the
cultural identity of European citizens. Religiousatsity is also an issue that has been
associated with tensions and provided groundsdoflicts in Europe as well as globally, and
in recent years even war motivated by economicpietand religious differences. Some
countries have a constitutional bond between charghstate, but most European countries
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define themselves as secular in terms of consigeghgion to be a personal matter and an
element not necessarily connected to the stateldicdife. Human rights agreements as well
as member states’ constitutions have incorporategtetsal rights to religious beliefs,
banning discrimination on religious grounds.

Yet, religious practice may go beyond faith as es@eal matter. In fact, religious societies
and communities may interfere in peoples’ lives alaiim a right to regulate social existence
and behaviour. A dominant religion in a country nzégim precedence, and members of all
other religions, no matter how numerous, find thelwes in the position of minorities. It

seems that human rights and minority protectiorislatjon, is the most favourable way of
coexistence.

Globalisation brings people closer for better orseo The number of religions is increasing

in Europe, and likewise the number of people whe active members. Respect for

differences and equal rights do not seem to be ginda secure peaceful coexistence.
Religion as a factor in behaviour and participatiorsociety has become one of the puzzles
that European countries are faced with. Recenbiiisi events point out that matters that
were previously approached as simply cultural aspbave broader significance and have
become more vital and crucial. Understanding afialis factors seems to be one important
basis for learning to live together. Knowledge dbmligions as a matter of democratic

citizenship based on religious grounds has becopr®aty in the field of education.

In recent years, the Council of Europe has beewnehgtinvolved in dealing with religions
and religious issues as well as organised exp@afecences and ministerial meetings on the
subject. As a result of these works, recommendstion education and religion and a
reference book for schools have been created.

In the current project, religion is seen as oneettision of socio-cultural diversity, and in
particular the ways in which pre-service teach&ntng deals with the issue.

There are different approaches to religious diwersiducation in those countries. At a
constitutional level in each of the countries, flee of religious choice is inviolable. Every
religion is protected and equally treated by tlegest, even if the relationship between states
and religions differ.

Gender equality is a high priority in policy docum= in many countries. Globally the
problem of providing access to education for allaignajor concern, and UNESCO has
targeted the task of improving access for all, vatepecial emphasis on girls’ access. In a
global perspective, the distribution of educatiopadvisions is highly unbalanced from one
region to another and between different counttiesughout the world, and the distribution
is, seen from a gender perspective, as unfavoutaiards girls due to economic, structural
and socio-cultural barriers. Gender is one of theicscultural diversity dimensions that is
part of, and intertwined in, all other diversityrdénsions, for example, ethnicity, religions and
special needs. Its socio-cultural basis is docuetkbly the different situations of girls and
boys and men and women in different countries libestand cultures and in historical times.

During the past thirty years major internationalitpzal work has been invested in order to
provide education for all (UNESCO). The field ofesml education has changed and,
historically, identification of handicapped pupiilas changed from a focus on disability, to a
focus on special needs. The flagship for “Educat@nAll”, which is a programme adopted
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by most European countries, is intended to seh@eaights to educational provisions for all
children and young people globally, including thaglkeo used to be considered unable to
learn and those with special needs. General hurghtsrand international involvement have
become stepping stones for changing views on disebi the terminology in use and

educational practices.

In most European countries legislation has beenipyilace with the aim of integrating
formerly segregated and institutionalised childama young people into ordinary schools or
schools close to the children’s homes. Movemenatde desegregation and active policies of
inclusion have had implications for education aedcher education. Special education and
special needs education has become part of madteleaducation institutions, not only as a
specialisation, but also gradually as part of tle@egal curriculum of pre-service teacher
education. The very movement entailed in increasiocess for previously institutionalised
pupils and the ways in which “special’ categories autlooks on handicapped people have
changed to underscore the nature of handicaps ategarisation as “socio-cultural’. The
same applies to the differences we find betweenvdr®us ways in which countries and
cultures are viewing and conceptualising handieaqusdisability.

The approaches to difference differ across natitwaatiers. In fact it seems that there are
different ways of dealing with different kinds adcsally relevant differences, and there are
systematic differences between the countries botteims of how differences are looked
upon and how they are dealt with, in society agdaand in school.

While we have to enhance celebration of diversitg anhance tolerance and ways of living
together in a pluralist society, it does not meaet @ll differences should be preserved and
maintained. We may recognise diversity and trdadtiatls of people with respect and dignity,
including the poor, those who live in the stregispple who have committed crimes, but
simultaneously make efforts to change peoplesuanstances by fighting poverty, street life
and crime. This is a profiled policy in most membttes. In fact, many countries feel that
society will gain from diversity in terms of exhaing the total range of human talents and
creativity in order to bring about development.

Diversity in social settings implies the building wf trust, respect and recognition. This
requires that teachers get knowledge that may frpasis for understanding diversity and
skills that prepare them to deal with and managestulturally diverse classrooms. Schools
are seen as the ideal public places in which teedidnate democratic ideas and base them in
our respective cultures in ways that can enhancénuinish socially created differences.

As all children and young people are part of thhost system, this makes school an
important arena for cultural and social exchangd Barning. The school represents a
common ground for sharing experiences in dealirty diversity and enhancing the situation
of groups that are discriminated against. Furtheemeducation is in most countries taken to
be the single most important tool to fight ineqtieé and improve people’s future and
standard of living. In a European perspective menephasis has been placed on how
education can be used as a vehicle for change dialgoractices both inside and outside
schools.
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Chapter 2

Summary of the results of the national reports on pe-service
teacher training in socio-cultural diversity
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The ad hoc group appointed by the Steering ComenitteEducation defined the structure of

the national reports, and then drew up a questicme#aborating on that structure. To make
the results easier to understand, it is importantréaders to always bear in mind that our
study is confined to pre-service training of prijmand lower secondary teachers, namely
ISCED? levels 1 and 2, so that only compulsory educaisocovered. In the presentation of

findings below we shall refer to these two levels.

The structure adopted by the group is as follows:

The aim in this part is to detail, for each counthe legislative or constitutional framework
in which policy choices are made with regard toiga@tltural diversity in the education
system.

The aim here is to identify within pre-service teactraining programmes the content and
activities deriving from the policies describedRart 1.

This part deals with how socio-cultural diversisyaddressed in recruitment examinations for
teachers and in the education system’s explicieetgtions with regard to teachers.

The last part focuses on the institutions respdmsibr implementing these pre-service
teacher training programmes and on teacher edgda#oners, again in terms of preparing
future teachers for socio-cultural diversity.

The questionnaire, which is available in both Fleand English (see Appendix 1), was
distributed to the member states in spring 2006.

This study is based on 16 reports:

2. International Standard Classification of EdumatiUNESCO.

17



Austria (AT) Cyprus (CY) Luxembourg (LU) Romania
(RO)

Belgium (French Estonia (EE) Malta (MT) Sweden

Community) (BE) (SE)

Bulgaria (BG) France (FR) Norway (NO) Turkey
(TR)

Croatia (HR) Greece (GR) Czech Republic (C2) Uleain
(UA)

—  The country codes are those specified in stand&@d3166-1.

—  We do not have a national report for Belgium, oalseport by the French Community
of Belgium. However, although this is linguistigalincorrect, we shall refer in this
summary to the “16 participating countries” in arde simplify the drafting of our
comments.

—  We received reports also from Germany, DenmarkLaihdiania after the final deadline
for submission of reports. They will be taken ictnsideration in the second, revised,
version of this report.

ISCED level 1 ISCED level 2

National level only 6 7
Institutional level only 2 0
National level + 7 8
institutional level

Community level 1 1

Institutional | | National Institutional T\ / National
level ‘\‘ 4 level level \ / level
ISCED level 1 ISCED level 2
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We can see that, with the exception of primary atlan (in two countries only), teacher
training policies are always defined at a natidaaél. It is interesting to note, however, that
teacher training institutions are involved in defm these policies in over half the
participating countries. This finding is no doulkelated to the independent status of most
higher education institutions, even in countriethvai centralised education system.

At ISCED level 2, the national level is a stakeleoléh the process in all the participating
countries.

Types of diversity Number of countries
addressing them?®
Immigrants 9
Cultural and linguistic diversity 13
Religious minorities 14
Persons with special needs 15
Gender issues 13

Virtually all the participating countries addressede different types of diversity in their
education policy, except where the question of igramts is concerned. This situation is all
the more paradoxical in that immigration constisugesocial problem in most of the countries
that do not address this type of diversity.

This grid covers three ways of addressing diversaggching diversity, managing diversity
and enhancing diversity. The meaning of these miffeapproaches is explained in the table
below.

Types of Number of
approach countries
adopting this
approach’
Teaching Teaching diversity implies all provisions that 13
diversity facilitate students to obtain knowledge and have

insights of issues concerning diversity (i.e. linguistic
diversity in Europe and its consequences for
schools, human migration and consequences for
multicultural societies, etc.).

3. The figures given in this table cover 15 cowsrbecause, in 2006, Sweden adopted new legislatidts
education system which, at the time of the surwes in the process of being implemented.
4. The figures given cover 15 countries (see prevfootnote).
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Managing
diversity

Managing diversity relates to all the programmes
addressing attitudes, methods and skills in dealing
with a diverse group of students (i.e. negotiation
skills, conflict management, building mutual trust,
living together, etc.).

14

Enhancing
diversity

Enhancing diversity means to go beyond knowing
about or dealing with diversity; it implies the creation
of conditions that value diversity and the
development of an inclusive participative
atmosphere, towards equal opportunities for all (i.e.
affirmative action, empowerment, active citizenship,
etc.).

11

Management of diversity is addressed in virtuallytlze participating countries. However,
there is less of a consensus on the enhancemeinassity, which is understandable given
that this aspect goes beyond simply knowing abawuérsity and is not on the same
“practical” plane as the everyday management oerdity. It is interesting to note that,

geographically and politically, the four countrimncernetiare very diverse.

ISCED ISCED
levell level 2
National level 1 3
only
Institutional level 6 4
only
National level + 8 8
institutional level
Community level + 1 1
institutional level
Institutional l - Institutional National
level ‘\‘ / National level level
/ level
ISCED level 1 ISCED level 2

5. Cyprus, Estonia, France and Greece.
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The institutions involved in drawing up programnaes, depending on the country, either the
training institutions themselves, or one or mox@lainiversities, or both categories.

Comparing these figures with those obtained ini@ecB.1 (At what level(s) are public
policies on pre-service teacher training definee®,find a very significant increase in the
role of institutions, especially at ISCED levelvthich is understandable given that they are
responsible for implementing them. One might alsiberate what was said in section 3.1
about the independence of higher education ingtrist

Number of
countries
Fully centralised curriculum 7 + 1 for level 1
Curricula with common elements 6
No centralised curriculum 2 + 1 for level 2

The great majority of countries exhibit a degreeiformity in curricula. Countries fall into
two blocs: those with a greater tradition of celigedion, with a single curriculum, and the
more decentralised countries, lacking a singleicuum.

Apart from one country, all underwent changes @rres around the start of the new century
or are in the process of implementing them.

The adjustment of European education systems td@thegna Process involves changes in
curricula and in the organisation of teaching,nuleied in structures.

Type of approach Number of
countries®

Teaching diversity 14

Managing diversity 13 + 1 for level 2

6. Based on 15 countries (see section 3.2).



| Enhancing diversity | 9+1forlevel2 |

Teaching and managing diversity are included in ¢heaicula of virtually all countries.
Enhancing diversity is also very present as thie t9f approach is addressed in over half the
participating countries. These findings are coesistvith those of section 3.3.

Thirteen of the 16 countries use a training prognemntroduced in the new century. This
finding is interesting because this period of cleammpincides with some major events:
changes of political regime, changes in migratiatiggns and in host countries, recognition
of minorities (linguistic, cultural, and religiouahd of their place in sociefy.

Only three countries say that there is no evalnaiod two countries evaluate only one of the
two ISCED levels considered here. One might retjrat the other countries do not monitor
changes in curricula by carrying out evaluations.

In two countries there are results which have aibgan socio-cultural diversity. In one, the
results are positive, particularly as regards thestjon of pupils with special needs. In the
other, at ISCED level 2, teachers are calling fostgpping up of training on managing
diversity and support for persons with special seed

As most of the countries have relatively recentgpmonmes, it is understandable that few
changes are expected.

Standards | Credits | Curriculum Practical Specific Projects
requirements experience | courses

7. See also Council of Europe conventions.



2 4 10 12 14 12
Both ISCED
levels
Level ISCED 1 1 1
only
Level ISCED 2 1 1
only

Apart from credit$, all the other categories are extensively mentiofftediill be noted that
normative approaches figure prominently.

Estonia has an official standard for the qualifmatbof teachers.

Compulsory | Optional Free®
Both ISCED levels 11 7 7
Level ISCED 1 only 2
Level ISCED 2 only 1

Two thirds of the participating countries say thisése elements of training are compulsory
(even more if ISCED level 1 is taken into considery.

The total is greater than 16 because some courgagsthat some of these elements are
compulsory and others optional and tick both boxes.

Interdisciplinar | Special | Within general | Within
y modules modules |subjects disciplinary
modules
Both ISCED 7 9 8 7
levels
Level ISCED 1 1 2
only
Level ISCED 2 1 1 1 1
only

It will be shown that the proportion of interdisliiary modules is relatively small. This may
be due to the fact that, in universities, few cearare interdisciplinary.

In practice, there are three types of course adoh@socio-cultural diversity issues:

8. It is conceivable that the term “credits” wag ae clear to the drafters of the reports as therotategories
and that, given the uncertainty, they preferredtoahoose it.
9. The difference between “optional” and “free” sltbprobably have been explained.
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—  modules which include them in disciplinary content;
—  special modules (mono-disciplinary);
— interdisciplinary modules.

More of the last category would be needed becaosg are the only ones that allow an
overview of socio-cultural diversity.

No significant replies?

Six countries say that training for diversity ist mecognised in the certification of teachers.
There are therefore countries which make this itmgirompulsory but which do not take it
into account for certification purposes.

Of the nine countries which gave a positive replyhis question, five said that recognition is
the same as for traditional subjects, while in dktger four, recognition takes the form of a
mention in the description appended to the dipléma.

The issue of the recognition of this type of tragiis important from the point of view of the
students and their motivation. Education systenmulshat least ensure symbolic academic
recognition, especially where social recognitionas yet established.

Training is mainly provided in universities (pattiarly for ISCED level 2) and higher
education institutions, even for ISCED level ludually follows the tradition of the particular
education system.

10. Roughly one report writer out of every two $aib answer this question and the other appeags/éoit a
meaning other than that intended by the authothefjuestionnaire. With hindsight, we preferreddacel this
guestion rather than try and analyse the repliesived.

11. In their replies to question 5.2, 11 countsay that this training is compulsory.

12. No doubt following the recommendations of th@dgna Process.



Depending on the status of training institutiodse programme used is either the common
(national) programme or the programme drawn upiwithe institution itself, usually in a
manner consistent with the rules laid down at mafidevel and the independence of higher
education institutions.

Of the 15 countries that answered this questiorha/2 an evaluation of this kind and two are
preparing one. This evaluation usually forms amgral part of the accreditation renewal
procedurée?

Some evaluations explicitly involve both studemtd geachers.

Individual research comes top with 13 countriesbioth ISCED levels, and two countries for
one level only. However, we do not have enoughrmédion to determine the extent to which
this research is supported financially by the tngtin or the government.

Specialised courses come second with eight cosrfsreboth ISCED levels, plus one country
for one level only.

Two countries failed to answer this question.

This preparation is for the most part optional énaountries for both levels plus one country
for level 2) and is compulsory in five countriedyo(plus one for level 1). One country says
that this preparation is “free” and two countri@sribt answer the question at all.

Virtually all the participating countries incorpéeasocio-cultural diversity issues into
their educational policy (at ISCED levels 1 and 2).

—  The same pattern is found in teacher training culai

13. In the context of the Bologna Process and tyatisurance in higher education, such evaluatioogulures
linked to accreditation are supported in a dediamaby the European education ministers (Berge@520
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Teacher training institutions play an importanerah conjunction with government, in
defining curricula, but also, more surprisingly,dafining national policies (on teacher
training).

The patterns are not as clear when it comes tadgeirements for future teachers,
evaluation of the relevant competences or recagnitif prior learning in the field of
socio-cultural diversity.

Trainers responsible for teaching diversity areined mainly through optional
individual research.
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Country Level Country | Level | Country Level | Country Level
Austria N+ 1 Cyprus | Level 1 | Luxembourg N Romania* | N + |
Level 2
Belgium Community | Estonia N Malta N Sweden N+ 1|
(French level
Community)
Bulgaria Level 1=1 | France N+ 1 | Norway N +1 | Turkey N+ 1
Level 2 =
N+ 1
Croatia N+1 Greece N +1 | Czech N Ukraine N
Republic
N = national level, | = institutional level.

* Romania mentions the involvement of the regional level, but this is more an implementation than a policy-making level.

Type of | AT | BE | BG | HR | CY EE | FR | GR | LU | MT | NO CZ| RO |SE | TR | UA
diversity

Immigrants X X X X | X [ X X | X X *
Cultural | X | X [ X | X [|X X | X | X [ X | X [X X | X |*
and

linguistic

diversity

Religious [ X | X [ X | X [|X X X | X | X |X X | X [* | X |[X
minorities

People X [ X | X | X |X X [ X | X [ X | X [X X | X [* | X |[X
with

special

needs

Gender | X | X [ X | X |X X | X | X [ X | X [X X | X |*
issues

Other (to “Mixed *

be ability”




| specified) |

*Sweden: According to the Act Prohibiting Discrimination and other Degrading Treatment of Children and School Students
(2006:67), issued on 16 February 2006, the purpose of this Act is to promote equal rights for children and school students and
to combat discrimination on grounds of sex, ethnic origin, religion or other belief, sexual orientation or disability. This Act also
has the purpose of combating other degrading treatment. This Act is applicable to education and other activities and referred to
in the Education Act (1985:1100). The institutions should develop various courses that correspond to the intentions of the reform
as expressed in the Higher Education Ordinance and travaux préliminaires. Therefore it is not possible to give one answer to
what is actually taught.

Typeof | AT | BE | BG|HR|CY |EE | FR |GR | LU | MT |[NO | CZ |RO | SE | TR | UA
approach
Teaching | X | X | X | X | X | X | X | X | X | X | X X | * X
diversity
Managing | X | X | X | X | X | X | X | X | X | X | X | X | X | * X
diversity
Enhancing X X X X X X X X X * X X
diversity

*Sweden: According to the Act Prohibiting Discrimination and other Degrading Treatment of Children and School Students
(2006:67), issued on 16 February 2006, the purpose of this Act is to promote equal rights for children and school students and
to combat discrimination on grounds of sex, ethnic origin, religion or other belief, sexual orientation or disability. This Act also
has the purpose of combating other degrading treatment. This Act is applicable to education and other activities and referred to
in the Education Act (1985:1100). The institutions should develop various courses that correspond to the intentions of the reform
as expressed in the Higher Education Ordinance and travaux préliminaires. Therefore it is not possible to give one answer to
what is actually taught.

Country Level Country | Level | Country Level | Country Level
Austria N+ | Cyprus | Level 1: | Luxembourg | Level 1: | Romania N+ 1
I I
Level 2: Level 2:
N N
Belgium Estonia N+1 | Malta I Sweden
(French C*+1
Community)
Bulgaria I France N +1 | Norway N+1 | Turkey I
Croatia N +1 Greece N+1 | Czech N +1 | Ukraine N
Republic

*C = community level.
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Country Situation Country Situation Country Situation Country | Situation
Austria No Cyprus No common Luxembourg Yes Romania | Level 1:
common curriculum but yes
curriculum co-ordination Level 2:
but a between the no
reference different bodies
framework responsible for
curricula and
their
implementation,
to promote
common
attitudes and
“pillars”
between the 2
levels
Belgium Level 1: Estonia | No centralised | Malta Yes Sweden No
(French 120 hrs at curriculum but (only one
Community) the common institution)
discretion themes (such
of training as school
institutions practice or
— remainder subject
common didactics)
Level 2:
30%
institutions
- 70%
common
Bulgaria Level 1: France | Yes, inthe form | Norway Yes Turkey Yes
Common of national
subjects specifications
(e.g.in for pre-service
pedagogics teacher training
and common to
psychology) primary,
Level 2: secondary and
common vocational
framework education. New
only national
specifications
are expected
for late 2006
Croatia No Greece Yes, like all Czech Nothing Ukraine Yes
common university Republic centralised,
curriculum programmes but content
but must
common guarantee the
elements acquisition of
with similar professional,
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references

psychological,

and didactic and
methods socio-
economic
competences

Country Changes Country Changes Country Changes Country Changes
Austria 2000 and Cyprus 2004 report Luxembourg 2005/06 Romania 2005-06
2003 recommending reform of new
pre-service pre-service curriculum
teacher training for for pre-
training at primary service
university teachers teacher
training
Belgium 2005 Estonia 2005 Malta 1999 Sweden 2001
(French Introduction New Minimum Re-
Community) | of a practical documents national organisation
approach to from the curriculum of teacher
diversity and Ministry of training
gender Education and
issues Research
(professional
qualifications
of teachers,
higher
education
strategy and
national
teacher
training
development
plan)
Bulgaria Expected late | France 2006 Norway 2003 Turkey Work in
2006: New national National progress in
Competences specifications curriculum anew
required by for pre-service for teacher national
teachers to teacher training. committee
work in a training are in 2005 on teacher
multicultural preparation Universities training
environment and
and establish University
an Colleges
intercultural Act
dialogue
Croatia Re- Greece 2003 Czech Re- Ukraine Reform in
organisation New curricula | Republic organisation progress
of training to for compulsory of training since 2002
bring it into training to bring it linked with
line with the into line the Bologna
Bologna with the Process
Process Bologna
Process
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Typeof | AT | BE | BG|HR | CY |EE | FR |GR | LU | MT |[NO | CZ |RO | SE | TR | UA
approach
Teaching X X X X X X X X X X X X * X
diversity
Managing X X | Le| X X X X X X X X X * X
diversity vel
2
Enhancing | X | X | Le | X X | X X | X | X * X
diversity vel
2
* Sweden: According to the Act Prohibiting Discrimination and other Degrading Treatment of Children and School Students
(2006:67), issued on 16 February 2006, the purpose of this Act is to promote equal rights for children and school students and
to combat discrimination on grounds of sex, ethnic origin, religion or other belief, sexual orientation or disability. This Act also
has the purpose of combating other degrading treatment. This Act is applicable to Education and other activities and referred to
in the Education Act (1985:1100). The institutions should develop various courses that correspond to the intentions of the reform
as expressed in the Higher Education Ordinance and travaux préliminaires. Therefore it is not possible to give one answer to
what is actually taught.
Country Date Country Date Country Date Country Date
Austria 1999 — | Cyprus Level 1: 1992 | Luxembourg Level 1: | Romania 2005
2000 with regular 2005-06
changes Level 2:
Level 2: 1999 1999
Belgium Level 1: | Estonia 2000 Malta 1995 Sweden 2001
(French 2000 with
Community) | change in
2005
Level 2:
2001
Bulgaria After France 2002 Norway 2003 Turkey 1999
2000 New With
specifications regular
expected in changes
2006
Croatia 2005-06 | Greece * Czech Level 1: | Ukraine 2002
Republic 2003
Level:
2004-06

* Greece: there is no national curriculum and no information is available because each
university can modify its curriculum without state supervision.

31




32



Country Evaluation Country Evaluation Country Evaluation Country Evaluation
Austria Evaluation Cyprus Level 1: Luxembo Level 1: no Romania Annual
available in evaluation urg evaluation; evaluation on
some places. conducted in reform too departments
Positive results 2000 conclusion: recent
for teacher programme of a Level 2:
training on the high standard, unpublished
question of but some areas internal
pupils with over-emphasised evaluation
special needs Level 2: no
and the official
modularisation evaluation, but
of practical survey among
studies teachers (2002-
04)
Conclusion:
moderate
satisfaction —
need for more
emphasis on
managing
diversity and on
supporting
persons with
special needs
Belgium No Estonia Since 2005 Malta Audit report in | Sweden Evaluation
(French evaluation of the 2005 conducted in
Communit competences of 2005 but
y) newly qualified reform too
teachers in recent to
relation to the obtain reliable
“Teacher results
Professional
Standard”
Bulgaria Yes, but mainly | France Regular Norway Evaluation Turkey No evaluation
on the evaluations in report to be results. Many
acquisition of each teacher published new
knowledge training institute, shortly. departments
but no national Interim report and faculties.
overview in 2005 with Still many
no result on crucial
diversity problems
issues
Croatia Evaluation by | Greece No Czech No, but Ukraine Evaluation
students Republic accreditation conducted by

started, but no
public results

granted for
limited time

the Ministry of
Education and
Science in
2006. Result:
the
communicative
approach to
language
teaching has
had a positive
effect on
students’
abilities

33




Country Changes Country | Changes | Country Changes Country Changes
Austria 2007 Cyprus | Level 1 = | Luxembourg | Level 1 =no | Romania | Reform in
no Level 2 = progress in
Level 2 = permanent most
reform working institutions
recently party
carried
out
Belgium Responsibility | Estonia No Malta Ongoing Sweden No
(French of each process of
Community) institution improvement
Bulgaria No France | Expected | Norway No Turkey New
information late 2006 programmes
available in
preparation
Croatia No reply Greece No Czech No, but Ukraine No
Republic changes
linked to
social and
professional
needs

Typeof | AT |BE | BG|HR|CY |EE|FR| G |LU|MT| N |CZ| R | SE| TR | UA
approach R ®) 0
Standards X X i Le
vel
2
Credits X | X | X Le X | **
vel
1
Curriculum X | X | X X | X Le | X | X | X | X | * X
requirements vel
1
Practical X | X | X | X X | X X | X | X | X | X |* ] X |Le
experience vel
2
Specific X | X | X | X X | X | X | X | X | X ]| X | X |* X
courses
Projects X X | X X | X[ X | X[ X[ X[ X ]| X | * X
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*Greece: Universities offer courses dealing with diversity, however they do not form a compulsory element. This means that only
some qualified teachers have studied diversity at university.

**Sweden: The institutions should develop various courses that correspond to the intentions of the reform as expressed in the

Higher Education Ordinance and travaux préliminaires. All students, both primary and secondary level, study the general
education areas as a start in the teacher training programme.

AT | BE| BG|HR|CY | EE|FR |GR| LU | MT |NO|CZ|RO|SE | TR | UA
Compulso | X X | Le X X | X* Le | X X X X X X
ry vel vel
1 1
Optional X X X X* | X | Le X X
vel
2
Free X X X* | X X X X
Other
* France: These elements may be compulsory or optional, depending on the particular case.
** Greece: At present the issue of diversity does not form a compulsory element of pre-service teacher training.
AT |BE| BG|HR|CY | EE|FR| G |[LU|MT | N |CZ| R | SE| TR | UA
R O] O]
Interdisciplina X X X Le X | X | X | *» | X
ry modules vel
2
Special X | X X | X | X X |Le| X | X X | ** Le
modules vel vel
1 2
Within X X X X X Le | X X | ** X
general vel
subjects 2
Within X X X X X X | Le Le X | ** Le
disciplinary vel vel vel
modules 1 1 2

*Greece: no reply.

** Sweden: The institutions should develop various courses that correspond to the intentions of the reform as expressed in the
Higher Education Ordinance and travaux préliminaires. All students, both primary and secondary level, study the general
education areas as a start in the teacher training programme. There are 29 institutions over the country that organise teacher
training programmes and they choose how to teach about diversities, either interdisciplinary, or in special modules.
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No significant replies.

Country Recognition | Country | Recognition | Country Recognition | Country Recognition
Austria Yes, inthe | Cyprus No Luxembourg No Romania Yes, in the
wording of wording of
the the
supplement supplement
to the to the
diploma diploma
Belgium Yes, Estonia Yes, Malta Yes, inthe | Sweden
(French because it is because this wording of
Community) a forms part of the
compulsory the supplement
subject professional to the
standard diploma
Bulgaria Yes, France Yes, in Norway Yes Turkey No
mentioned in subject
the annex to content, in
the diploma management
of diverse
school
populations
and in
certifications
relating to
pupils with
special
needs
Croatia No Greece No Czech No Ukraine Yes,
Republic because it is
a subject in
its own right
(“Socio-
cultural
diversity”)
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Country Institutions Country | Institutions Country Institutions Country | Institutions
Austria Level 1: Colleges of | Cyprus | Level 1: Luxembourg | University of | Romania | Level 1:
education/regional Department Luxembourg colleges
teacher training of and and
colleges Education universities university
Level 2: Colleges of of the in other faculties
education/regional University of countries Level 2:
teacher training Cyprus Teacher
colleges/universities Level 2: training
Pedagogical departments
Institute of
Cyprus
(Ministry of
Education
and Culture)
Belgium Hautes Ecoles Estonia | In six Malta Faculty of Sweden | Higher
(French (pedagogical universities Education of education
Community) | sections) and Tallin the institutions
Pedagogical University of for teacher
Seminary Malta training
Bulgaria Higher schools, France | Inthe 31 Norway Universities | Turkey Level 1:
universities university and University
teacher university faculties of
training colleges education
institutes Level 2:
(IUFM) University
faculties of
education
and
faculties of
art and
science
Croatia Level 1: Greece | Universities | Czech Universities | Ukraine | Universities
Academies, higher Republic
schools
Level 2: Universities
(pedagogy faculties
in particular)

Country Curriculum/Programme | Country | Curriculum/Programme | Country Curriculum/Programme | Co
Austria Programmes published | Cyprus | See detailed Luxembourg | Programme specific to | Ro
by boards of education programme the University of
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Luxembourg

Belgium See timetable Estonia | Programme based on Malta See programme Sw
(French “Framework (themes)
Community) Requirements for
Teacher Training”
Bulgaria Official programme France | Official programme Norway Official programme Tul
Croatia No centralised Greece | Programme specificto | Czech Official programme Uk
programme each university Republic

AT |BE| BG|HR |CY |EE | FR |GR | LU |MT|NO | CZ | RO | SE | TR | UA
Regular Y Y Y | N | Y Y Y N N Y Y Y Y Y *x Y
evaluatio
n
Y =Yes, N = No.
* CR: No, but in preparation.
** TU: in progress.
AT |BE|BG|HR|CY|EE|FR| G |LU|MT| N |CZ| R | SE| TR | UA
R O O
Individual X X X X X X X | Le| X | Le| X X |nfa| X X
research vel vel
2 1
Specialised X X | X | X | X |Le| X | X X | n/a X
courses vel
1
AT |BE| BG|HR|CY |EE|FR |GR| LU |MT|NO|CZ | RO |SE | TR | UA
Compuls X Le | X X X | nla X
ory vel




Optional Le n/a
vel
2
Free X
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Chapter 3

Summary of the results of the interviews on pre-service
teacher training in socio-cultural diversity
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The purpose of this study is to illustrate, throughl examples, the reality of the situation
with regard to teacher training in socio-culturaledsity, as it appears from examination of
the national reports. The examples of “good prattimay also provide ideas for further
recommendations.

The study is based on semi-guided interviews cadedua teacher training institutions,
across three separate groups using three diffep@@stionnaires. For each institution, we
asked that, as far as possible, the interviewswevo

— an academic manager;

— afew teacher trainers;

—  some teachers who had left the institution twchoed years earlier.

The participating countries were asked to choosetélcher training institutions where the
interviews would be conducted.

To help them choose, we suggested that they udeltbeing criteria:

— include any geographical areas that are distinctiveeerms of social context or
diversity;

— include at least one institution that trains bothmary and lower secondary teachers
(ISCED levels 1 and 2). If there are no such in8tns, select one of each kind;

— consider institutions that have specific activitiegted to diversity;

—  take account of the size, status (state-run/prjvatel location (urban/suburban/rural,
central/local);

—  to avoid overlap, refrain from choosing two indiibns that have similar features in
relation to the above criteria;

—  choose a maximum of five institutions.
We asked the participating countries to explairir ttieoice™*

The following table contains a list of the 26 ingions concerned.

14. This information can be found in the appendgether with all the completed questionnaireshindase of
Malta, teacher training is provided by a singlditngon.
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Country

Institutions

Austria Padagogische Akademie des Bundes (Car)nthie
Bulgaria Plovdiv University “Paisii Hilendarski”
Konstantin Preslavsky University of Shumen
Sofia University “St. Kl. Ohridski”
South-West University “Neofit Rilski”
Croatia Faculty of Humanities and Social Sciendésiversity of Zagreb
Zagreb
Teacher Faculty in Zagreb, University of Zagrebgiéd
Faculty of Philosophy, University of Rijeka, Pula
Cyprus Pedagogical Institute of Cyprus
University of Cyprus, Department of Education
Estonia University of Tartu, Department of Educatio
Teacher Training College of University of Tartu
Tallinn Pedagogical University
Tartu University Narva College
Lithuania Vilnius Pedagogical University
Klaipéda University
Siauliai University
Malta University of Malta, Faculty of Education
Norway Oslo University College, Faculty of Educatio
Telemark University College, Faculty of Teacher E&ation,
Notodden
Romania West University of Timisoara
Petroleum-Gas University, Ploiesti
National School of Political and Administrative 8tes in Bucharest
Turkey Gazi University, Gazi Faculty of EducationAnkara

Marmara University, Ataturk Faculty of Educationligtanbul
Ataturk University, Education Faculty of Kazym Khekir in
Erzurum

The present summary is based on the questionndistsbuted as follows:

Country Academic Teacher Teachers
managers trainers

Austria 1 7 3
Bulgaria 8 8 7
Croatia 3 10 7
Cyprus 1 3 6
Estonia 1 2 4
Lithuania 4 18 17

Malta 1 2 3
Norway 1 3 3
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Romania 1 6 6
Turkey 1 2 3
Ukraine 0 0 0
Total 22 61 59

Of the 22 academic managers interviewed, two thivdee directors of education or deans
and the rest were heads of department or equivalent

Half of the institutions had no formal policy oncgmcultural diversity. The respondents did
nevertheless give several examples of practicaisides connected with the subject. For
instance:

- . (HR)

— The UOM is committed to provide free tertiary eduma for those who have the
required qualifications. This certainty is an adege for students who cannot afford to
pay, however free students’ access to universitysas is limited to those having a
Maltese nationality. (MT)

— Recruitment of students and staff with a variethatkgrounds. (NO)
Among those which profit from such policy, some c@te examples are presented:

—  Because of the bilingual situation in Carinthiar aollege has a special focus on
training bilingual teachers and team teachers wgrkn bilingual (Slovene-German)
classes. (AT)

- In the Faculty of Pedagogics and the Faculty ofdRigy, there are students of different
ethnic minorities, and they are educated via spstiategies. Recently, the university
has been the host of three big conferences relatsacio-cultural diversity. (BG)

—  The university has a special policy towards theletis from different minority group
backgrounds. For example, in the recent past yeamntre for advanced research of
multiethnic relations was established. ... In additifor the academic 2002-03 entrance
exam campaign, a new project under the title “Equealess to higher education” has
been launched to meet the goals of the universgglgy. The aim of this project is to
give opportunities to young people of Roma origircontinue their studies in a higher
education institution. (BG)

- In our university there is a centre for intercudiudialogue and integration.... its main
aim(s): to work for the mutual knowledge of culirand development of the
intercultural dialogue on the Balkans, Europe amdidwide in the spheres of science,
education, culture and arts. (BG)
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Describing their institution’s student recruitmeulicy in relation to socio-cultural diversity,
the academic managers gave practical examplesngeta several types of diversity:

- In their admission to the university disabled peoate assigned to a special list. Free
pre-examination courses are organised for orphatidk@ma children. (BG)

—  There is also a supporting programme (scholarsaifs single money assistance) for
disabled students and students with insufficieabimes. (BG)

- (HR)

—  Students with limited (Estonian) language skill$ agbtain special training in their
language of instruction (one year) which is finahd®y university. There are special
scholarships for students with rural backgroundeé¢ted funds “Arno Tali ”) and also
study allowance for low-income students. Therespeific grants for foreign students
(Finno-Ugric nationalities) in order to support ithstudies at the University of Tartu.
For local ethnic minorities there is a special leactraining college in Narva (Narva
College of the University of Tartu) where the laaga of instruction is Russian. (EE)

—  Special recruitment programmes targeting male egpls, especially to early childhood
education. (NO)

—  As a measure for positive discrimination, we o#fach year a number of free tax places
for Roma students. (RO)

Almost none of the institutions had a specific uéonent policy for teacher trainers in
relation to socio-cultural diversity. One exceptwas Norway:

— According to the central recruitment policy regagliteacher education, persons with
ethnic and/or linguistic minority backgrounds ane@uraged to apply. (NO)

The managers did, however, provide information abioeir staff:
—  The bilingual situation in the province of Carirgths also reflected in the teacher trainer
population of our college; as mentioned above, hawethe difference is purely a

linguistic and not really a socio-cultural one. (AT

— About 10% of the lecturers are of different ethhibalonging. There are Turkish,
Roma, Armenians, Russians, Ukrainians, Moldavié®G.)

—  Faculty staff reflects some basic characteristiche country’s population in terms of
cultural diversity, although there has been nogydh that regard. (HR)

—  Dominantly ethnic Norwegians with a few exceptiofidO)

—  Generally, there is an equitable report betweercthiteiral diversity of the country and
our staff, except for the fact that Roma citizeresreot represented. (RO)

Socio-cultural diversity skills are not, in factcansideration in the recruitment process.
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A common feature of all the institutions, withowuteption, is that the teacher trainers are not
assessed in relation to socio-cultural diversity.

All the institutions, except one, have teachernges who specialise in socio-cultural
diversity. For example:

— Some ten of our teacher trainers have been involwddNICEF's projects aimed at
improvement of human rights, tolerance and coextge(HR)

—  There is a working group of three people who arelidg with diversity issues
(language minorities and models of minority edwatiintercultural communication,
and teachers’ attitudes towards teaching in mutticali classrooms). They teach the
relevant courses /topics and carry out researtmsrfield. (EE)

—  Two professionals specialising in cultural theotyspeducational theory. One senior
lecturer specialising in gender issues. One lectspecialising in feminist philosophy.
Two senior lecturers in psychology specialisinginolusive education. Three senior
lecturers specialising in language plus divergsues. (MT)

— A specialist in Norwegian as a second languagevisived in teacher education with
emphasis on minority language and multiculturalugo One of the teacher trainers
giving courses in pedagogy has specialised in pulltiral issues by devoting his
research to such issues. (NO)

In almost all the institutions, the trainers whadie diversity issues undergo preparation for
this purpose.

When it comes to monitoring alumni, the situatiaries. A few institutions have specific
arrangements in this area, the rest leave it updigidual students and/or teacher trainers.

—  Students’ council supports a club for alumni, wiam @lso visit a special forum on the
university website. (BG)

—  Neither the educational institutions nor alumnintiselves are obliged to stay in mutual
contact. Many alumni stay in contact with the faguFurthermore, quite a few even
actively participate in in-service seminars, woksf and similar activities. Some of the
alumni serve as mentors in their schools to theeatistudents. (HR)

- Not formally, by keeping contact with their tutasby participating in the seminars the
institute offers in the afternoons — the teachens participate on a voluntary basis.
(CY)

—  The newly qualified teachers are tutored by mentdre are at the same time partners
of university. (EE)

—  After becoming teachers, our ex-students retutheéadepartment to prepare themselves
for these exams that the teaching carrier implie$. (They also follow the continuing
education of teacher trainers that our departmegdroses. Attendance at continuing
education programmes every five years is compul$&9)
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The 61 respondents are mainly experienced traiwghsan average of nine years’ service.
Most teach languages, literature or linguisticheds teach pedagogy or didactics while a few
teach psychology or art subjects.

Almost all the respondents said they incorporatedoscultural diversity in their courses and
that they had undergone preparation for this pwp&ich preparation was optional and
mainly took the form of individual research or sjpéised courses.

These teacher trainers address diversity issu@sding to the three approaches suggested in
the questionnaire — teaching, managing, enhancimg descending order, mainly within
disciplinary modules, but sometimes in other wag/svall: within general subjects, in special
courses or interdisciplinary courses.

In response to the question “Do you think suchntrgy meets the students’ needs in their
teaching profession?” half of the respondents dag thought it did. The rest were divided,
more or less 50/50, between those who thought it snee of the needs and those who
thought it met them to an insufficient degree or ataall.

Most of the respondents thought that their ingohg did not have specific provisions on
socio-cultural diversity for pre-service teachairing. Others, however, gave examples of
such provisions:

—  Our lesson plans were well designed, and they Baffecient numbers of classes for
practicum and observations in multicultural schoatgl schools with children from
various social groups. (BG)

—  Supplies and information databases are very impbrtaady access to book stock and
Internet; specialised schools and kindergartengevtieere are children from different
cultures, school for children with special neetig, house of children with disabilities,
day care centre for children with disabilities —em students go to observation classes,
current practicum, summer schools, practicum fa skate examinations; a training
logopedic office. (BG)

- Improving physical facilities and learning infrastture (web Braille letters) for
disabled students. (HR)

—  Multicultural teaching is of high priority and isapg of the strategic plan of the
university college. (NO)

As far as monitoring alumni is concerned, the teachainers believed this was done on an
individual basis — mainly by the students themselverather than under some specific
arrangement. There were, however, some examplssagessful formal monitoring of this
kind:

—  Meetings are held on a regular basis during obsiervaand training practice at
educational institutions. (BG)
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—  The institution has a particular programme thatvjgles new teachers with a follow-
up/school counselling. It has now been runningttioee years, and has been evaluated
with a very positive outcome. (NO)

Regarding teacher trainers’ needs in relation toiosoultural diversity, some examples
follow:

—  Firstly, we need various training and administratsaipport at all levels; secondly, there
is a need for separate financial support for trgnimprovement; and thirdly,
continuous work on research and scientific projdotsthe field of diversity and
tolerance. (BG)

— There is a serious need for more specialised legriion cultural diversity) for
development of pedagogical problem-solving skiissuch a type situation. Currently,
training here is “superficial”, so to speak. Ivigal for teachers to become susceptible to
cross-cultural education and put it into practibeaw — we are going to extremes
(nothing’s being done — we’re doing the best we) .cdBG)

- | think that we have a need for teacher co-opeamnasiace scientific research is mostly
individual and teachers should be trained throwgtmtvork. Another option is to build
links through electronic conferences and virtuahis@rs in co-operation with other and
foreign universities. There is an idea for a paslgate studies centre for academic
teachers. (BG)

- . (HR)

—  What could be done from the management, is to elgtiencourage and support
research on diversity issues. (HR)

The following findings are based on replies fromt&dchers who received training in socio-
cultural diversity as part of their pre-servicarimag.

Half of them left the training institution 3 yeaago. The average is 2.5 years.

Two thirds are level 1 (ISCED) teachers.

Regarding the different approaches to diversityoantered during their training, “teaching
diversity” comes first (32), followed by “managiclyversity” (22) and “enhancing diversity”
@an).

Two thirds of the respondents said they were asdess this content.

When asked to rate the training received in retatotheir work as teachers, giving it marks
between 0 and 5, where 0 = “useless” and 5 ="“uesgful’, they expressed moderate

satisfaction with “teaching diversity”, which scdr8.6 on average, but gave lower average
marks for “managing” (3.0) and “enhancing” (3.1).

a7



In their work as teachers, almost everyone saig tel encountered at least one situation
related to socio-cultural diversity. For example:

- In the last class | had to teach there were 12@ml with Serbian/Bosnian/Croatian
parents. There were in total more children withb&e/Bosnian/Croation parents than
children with parents from Austria or other couedti so it was kind of normal, they
were so to say the leaders of the class. But ther a@hildren seemed not to care about
that, it was okay. (AT)

- | remember a Roma girl to whom the rest of thedrkit had initial prejudices, however
they changed to her when time passed. | also hawe students from Turkish ethnical
belonging who are extremely hardworking, they aeeyvmodest and have excellent
marks, the rest of the children accept them veryl. wéowever there is a major
problem: because many Roma children speak in thether tongue the result is that
not only students but teachers too cannot undetsteem. (BG)

- | teach both Christian and Muslim children, childigelonging to three ethnical groups
— Bulgarians, Turkish and Roma. The majority of stiydents are Roma and the major
difficulties | have with them are that they canmetd or write, thus they cannot
assimilate their lessons and they don’'t make afyrtefo cope with these problems.
(BG)

—  Students belonging to religious and ethnic minesit(Muslim, Orthodox and Roma),
and students with special needs in education. (HR)

- Mostly | encounter children with some degree of taly retarded, dysfunctional
behaviour and Down’s syndrome. (HR)

—  Problematic situations in my classroom: adaptadistudents from a rural background,
students from poor families (low SES status), sttslevith a native tongue other than
Estonian, students from religious families. (EE)

- | had children from irregular immigrants with diféat cultures, religions, languages.
(MT)

- | am working in a school where 30% of the childemme from a linguistic minority
background, some of them were born in Norway, atiters are newly arrived in
Norway. This means that | encounter such situatemesy day, all the time. (NO)

Two thirds of the respondents had observed situstitat indicated problems between
students (or between students and staff). For elelamp

- | observed a boy trying to hurt another guy, blirtglhim, he shall go back to Africa,
where his father is from and that it is shit thé€Ael)

—  The Roma children lack motivation for studying ahd only reason they attend school
is for their parents to receive financial suppootri the government. (BG)
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- Unfortunately the majority of students/pupils teidisolate Roma ones, and the latter
tend to stand aside. (HR)

—  We had once two sisters from Russia who could ettuged to the way of life and
school life in Cyprus. They were political refugeesl felt that they received hate. They
hit the teachers, they did not participate in thesg, neither did they or their parents
speak the language and they had feelings of inferigCY)

- | have however observed situations that indicatdlpms between students. There’s a
group of four girls (all native Russian speakenspur eighth grade who have excluded
themselves from the rest of the class. They doathraunicate with any of their
Estonian (i.e. monolingual Estonians) classmatdsesé& girls are also known for
bullying their non-Russian classmates. (EE)

—  Children with a different colour find it difficulb integrate with Maltese children. (MT)

- | have observed situations where a teacher has plegsically attacked by a pupil.
(NO)

— Somali children have been subjected to bullying. éihnic Norwegian girl was not
accepted by her classmates of other origin thatilivthe same neighbourhood during
her free time. (NO)

When these teachers were asked whether their preedraining had helped them to deal
with situations of the kind mentioned above, givingrks between 0 and 5, where 0 = “It did
not help me at all’ and 5 = “It helped me a lotietaverage was 2.6, and the comments
suggest that the practical training received wadeaquate.

All the teachers, except one, said they receivdd hetheir institution, from colleagues,
educationalists, psychologists, language speaalssicial workers, nurses, managerial staff,
and so on. They also received help from their forpre-service training institutions.

When asked whether they were aware of existingsli@ipn on socio-cultural diversity in
their country, more than half of the teachers ezpliyes, but not enough” and one third “yes,
enough”.

In terms of curricula (content and skills):

— My suggestion is that there are more obligated sesufor the students. We just had to
follow for one semester one course of two hoursyeek and that is not enough. (AT)

—  Part of the school experience should be in schibalsdeal with socio-cultural diversity.
Besides examples of good practice policies on magand enhancing diversity should
be included in the programme of study and therailshbe a continuation when our
trainees are appointed to a job. There should bsecto-operation with schools to
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“coach” novice teachers and keep in touch with exténd their training on a “solution-
oriented” programme. (CY)

(...) the need to implement the policy of socio-otdt education in Lithuania’s
education policy which could acknowledge the neefisnational minorities, i.e.
preserve the essential elements of ethno-cultaiahtity such as language, cultural
heritage, customs and religion; social exclusiod aacial risk groups could also be
identified more easily. (LT)

.CY

We have a content-based and not a skill-based giiyen educational programmes.
(CY)

The intercultural/multicultural dimension should bae of the components in every
subject didactics course (for example how to tesibnce for religious pupils/for boys
and girls, etc). (EE)

More consistency and connection between theorypaactice in the field, with more
direct contact between the university college arbesls. (NO)

New specific subjects (RO):
(a) civic attitude within affirmative discriminations;
(b) central and eastern European borders and cultowaperation process;
(c) intercultural governance;
(d) corporative citizenship in multicultural societies
(e) more practical workshops dealing with diversitig$R)

The training programme at the pedagogical instizdgald have an interdisciplinary
character... (CY)

At university, apart form the theoretical backgrdunwe should have also had
“practical” issues and sessions or talks with etgpée.g. doctors dealing with special
needs) to obtain more knowledge on how to deal witferent cases. Moreover, as
regards psychology and methodology of teaching@ess- there should be teaching on
how you approach “diversity” and how to teach deeepeople. (CY)

Students need more hands-on experience in thaimga (MT)

There is a need for really implementing a multietdt perspective in all subjects and
courses, and for enhancing bilingualism/plurilinggra and valuing diversity in
general. Managing diversity (practical trainingcheiques) should be given more
emphasis. (NO)

To bridge the gap between theory and practice gssigone year of guided practical
training, as a compulsory part of teacher educa({le®)

Because the number of Roma pupils is increasingjllitbe useful, in my opinion to

teach the future teachers how to approach and bosolive the problems that may
appear. (RO)
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In terms of how teacher training institutions opera

- Improving recruitment policy recruiting teacher imers to reflect socio-cultural
spectrum. (MT)

- | would like to have training the moment | get lnetschool and | face the problems and
the different issues of diversity.(...) At universitgu see things from a theoretical point
of view... it is very difficult to understand at thiene what real life in school is... (CY)

- It would be good to visit schools with diverse sod bodies or gain practice
(supervision and teaching) in those classroomstdsh@lso study tours to foreign
countries and exchange of experiences would bellugEE)

In terms of exchanges and mobility:

- International exchange of teacher trainers andaateiral training. (HR)

In terms of support and advice:

- It would be good to have a centre for multiculturalinselling where teacher trainers,
school leaders, teachers, students and parentoasellted by university specialists in
this field. (EE)
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Chapter 4

Conclusions and recommendations
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In this fourth chapter we may find some statememspmmendations and implications for
action that emerge from the data analysis on pha3ée data collected allow us to identify
four fields for decision-making and action on teactnaining:

—  Declarations, recommendations and other legal mx&sducation, cultural diversity and
teacher training by international organisations;

— National and regional teacher training policies;
—  Teacher training institutions;
— Main agents: trainers and pre-service teacheritigistudents.

The data collected allow us to identify three dyr@nof relation among these fields and their
elements:

- Link to “influence”. Some elements of a higher level énav direct impact on some
elements of a lower level.

—  Link to “tension”: Some elements within a level bete closely related to some other
elements as the modification of one may directfgcfthe modification of others.

- Link to “opposition”: Some elements within a leaek directly opposite to some other
elements.

The content of this chapter is organised aroungetieur fields and the dynamics they set up
among them. First of all, we introduce a sectiothwdome conclusions that we identify

throughout the data analysis. Secondly, we proeidgection with some recommendations
related to these conclusions, and some implicationsction that can be developed from a
national perspective in a short-term period ofé¢hyears.

Both conclusions and recommendations have beect@ted in order ranging from the more
global to the more local and then personal issibs can become helpful in setting up a
framework of coherence and creating a strategy.rii&i@ aim remains to promote decisions
and actions to change the negative aspects andnaarthe positive ones that were found in
Chapters 2 and 3, in order to move closer to tmaéwork defined in Chapter 1.
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National background

Trainer
and
student

Teacher training
institutions

Teacher training policy -(I:-Sf:i‘i:r:ﬁlzm Training

International legal framework

The legal literature on education, cultural diviersind teacher education is clear about the
relationship among these three elements. Directipdirectly, all international organisations
share the need to provide high quality educatiorafiostudents, focusing especially on target
groups that run the risk of exclusion (e.g. ethmiaorities), spreading the value of cultural
diversity in a global world and recognising theekant status of teachers and the importance
of excellence in teacher training to achieve batalg

We propose to summarise the key contents on eduacatultural diversity and teacher
education that have been stated by the Counciuodie, the European Union and UNESCO
during recent years.

Council of Europe

The Council of Europe links education with cultudaversity and teacher training in two
main declarations. The first one, on cultural dstgr adopted in December 2000, declares
that “Education, training of professionals and ssef new services, and reinforcement of
cultural and audiovisual production are notabledecin the promotion of cultural diversity”.
Despite the fact that it is mainly inspired by tieeds in the cultural industry, there is a clear
intention of relating education, cultural diversatyd teacher training.

However, the most important document approved by ¢mganisation is the declaration
outlined by the Standing Conference of European idtbns of Education, entitled
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“Intercultural education: managing diversity, sggdrening democracy” (Athens, November
2003). In this declaration, the Council of Europecalled “to focus its work programme on
enhancing the quality of education as a responsket@hallenges posed by the diversity of
our societies by making democracy, learning andrandtural education key components of
educational reform”. To achieve this challenge atiters, this standing conference requests,
among other recommendations, to:

—  set up efforts in the area of content of learningghnds and teaching aids, in order to
provide the member states with examples of edutatimols making it possible to take
the intercultural dimension of curricula into acogu

—  encourage the member states to introduce the ulteral dimension in their education
policies, in order to enable appropriate considenadf dialogue between cultures;

- strengthen intercultural education and managentetivversity within its programme of
in-service training for education staff and encgeranember states to contribute to that
programme by organising seminars on topics diretitiked to the aims of this
declaration;

—  devise and promote work methodologies that aralsigitto integrate into states’ own
initial and in-service training programmes the piites of non-discrimination,
pluralism and equity;

—  develop educational strategies and working methogsepare teachers to manage new
situations arising in our schools as a result acamination, racism, xenophobia,
sexism and marginalisation and to resolve conflit non-violent way;

— encourage the development of professional compieterior the teaching profession,
taking account of skills existing within a teamkied to the roles of learning facilitator,
mediator, counsellor, partner and human resource®mger.

European Union

The European Union is also an international instituwhich has demonstrated a wide and
deep interest in fostering education, cultural diitg and teacher training. The
Recommendation of the European Parliament andeofCibuncil, of 18 December 2006, on
key competences for lifelong learning recommendat tMember States ensure that
“appropriate provision is made for those young peeyho, due to educational disadvantages
caused by personal, social, cultural or economunoistances, need special support to fulfil
their educational potential” and that the “appraf®i infrastructure for continuing the
education and training of adults including teaclzerg trainers is in place”.

The recommendation also deserves, in relation dohir training, a mention of some key
competences closely related to cultural diversitghsas key competence 2 (communication in
foreign languages), key competence 6 (social anid competences) and key competence 8
(cultural awareness and expression). For key cagnpet? it is said that all citizens should be
competent in “appreciating cultural diversity, aaudl interest and curiosity in languages and
intercultural communication”. According to key coetence 6, lifelong learning should
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include *“understanding the multi-cultural and seetnomic dimensions of European
societies and how national cultural identity intgsawith the European identity is essential”
as well as “full respect for human rights includieguality as a basis for democracy,
appreciation and understanding of differences betvwalue systems or different religious or
ethnic groups”. Finally, in key competence 8 itissidered that all citizens have to learn that
“it is essential to understand the cultural anduistic diversity in Europe and other regions
of the world, the need to preserve it and the inigmme of aesthetic factors in daily life”. This
learning must not mean a cultural relativism asdhd understanding of one’s culture and a
sense of identity can be the basis for an operh&dcaining attitude towards and respect for
diversity of cultural expression”.

On the subject of teacher training the Europeani@ission also mentions education, cultural
diversity and training through the work programnt&dtication and Training 2010”. In the
progress report dated September 2004 by the workiogp on “Improving the education of
teachers and trainers”, it states that “in the waajority of European countries initial teacher
training education takes place within higher edocainstitutions. Higher education also
plays a role in teachers’ continuous professiomaletbpment sometimes delivering courses
which award second or third cycle degrees. Theeefior drawing up the common European
framework for teachers’ and trainers’ competencaes gualifications, it is necessary to give
greater consideration to the place of their edaoaithin the European higher education area
and the Bologna Process. The enhancement of quatity the promotion of European
mobility are common goals of the Bologna Process ahthe European framework for
teachers and trainers”. Therefore, any kind of Beam, national or regional policy which
tends to improve teacher training must take pladhinvthe Bologna framework as an
opportunity and not as an obstacle.

UNESCO

The references to education, cultural diversity &ather training can be found in recent
UNESCO documents. One of the most relevant is tNESCO Universal Declaration on
Cultural Diversity (November 2001), where the mendiates declare in article 2 that “in our
increasingly diverse societies, it is essentiaéitgure harmonious interaction among people
and groups with plural, varied and dynamic cultudaintities as well as their willingness to
live together. Policies for the inclusion and papation of all citizens are guarantees of social
cohesion, the vitality of civil society and peadéus defined, cultural pluralism gives policy
expression to the reality of cultural diversitytrinsic to a democratic framework, cultural
pluralism is conducive to cultural exchange andhi flourishing of the creative capacities
that sustain public life”. For all these reasonsisistated in the action plan that national
authorities should “promote through education amarawess of the positive value of cultural
diversity and to this end improve both curriculuesidn and teacher education”.

The other reference is included in the text adopedhe World Education Forum at Dakar
last April 2000, the so-called UNESCO “Educationr fall: Meeting Our Collective
Commitments”. The second goal (of six) is that “P§15 all children, particularly girls,
children in difficult circumstances and those bejog to ethnic minorities, have access to
and complete free and compulsory primary educatiogood quality” and states that a key
strategy to achieve these goals should aim to ‘flerdéhe status, morale and professionalism
of teachers”.
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The previous Regional Framework for Action for Huecand North America, adopted by the
Conference on Education for All in Europe and Naktherica (Warsaw, February 2000) had
already been clear on that requirementitasddresses as a particular issue “to identify a
specific set of problem issues and develop strasetgi address them. The experience of the
past decade in this region suggests that theset nmiglude identifying children excluded
from basic education (rural children, disabled dtah, girls, street children, ethnic minorities
and children affected by conflict or HIV/AIDS), arichplementing flexible and creative
programmes to restore their right to basic edunatiall partners agree that member states
should provide “more opportunities for teacherstiative, creativity and decision-making”.

In this sense, the participants at the regionaltimgeonsider that:

—  The main objective is to instil in the institutioaad the personnel that are responsible
for education, the will that is needed in ordeathieve teacher training with the goal of
educational success for each pupil and to devéleptactices that are required for this
purpose. It implies, in particular, training andraéning teachers, assessing schools and
teachers, co-ordinating their action, and trairte@chers and social interveners on how
to have dialogue with excluded families and with garents of pupils in difficulty.

- It should be emphasised that the nature of thehileggrofession is related to decision-
making and planning, and to identifying and solvipgoblems, rather than to
transmitting teacher training knowledge and follogvrules. The recognition of this fact
has consequences for the goals and style of inegetgacher-education programmes.
Teachers must have the opportunity within theiraorgations to participate in the
process of formulating educational policies.

—  The essential role of universities and other ingohs of higher education should also
be emphasised both in educational research aneisguvice teacher education.

Most of the respondents in the national report egogacknowledge the importance of this
legal framework, and a link to influence betweeis gorocess and national teacher training
policies can be reported. Therefore, it seems thdérnational declarations and

recommendations can become an opportunity to ingoteacher training on socio-cultural

diversity at national and regional levels, as thigernational dimension can introduce
powerful inputs to improve national teacher traghpolicies. To sum up, a global overview
gives us input which enables us to give some bamiclusions that will lead us to identify

some recommendations and implications for action.

—  Aim of teacher training and curriculunit seems clear that all international documents
referred to in national reports are in accordanite @ teacher training model based on
the profession and not on the occupation. The mansequence is that national teacher
training policies as well as teacher training insions are requested to make a
transition from a curriculum inspired by conceptaahtents to new curricula inspired
by competences.

—  Socio-cultural experiences in teacher trainingnternational documents directly
influence national teacher training policies imisrof socio-cultural diversity in at least
three dimensions closely related to a training fiichsocio-cultural experiences: the
promotion of students’ mobility, the promotion oh antegrated European labour
market, the promotion of a strategy of life-longr&ng.
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—  Teacher training curriculum: structure and methaolpl International documents
request a teacher training which follows a struetbased on Bachelor, Master and
Doctorate careers. In this sense, it seems sengibtefine which competences and
learning experiences on socio-cultural diversity awvitable for each different teacher
training level. A major and vast importance of mdisciplinary modules is requested.

National level — the voice of policy-makers, managg trainers and teachers

National teacher training policies and curriculum

In accordance with the analysed data from natiosepbrts, and managers’, trainers’ and
teachers’ questionnaires, we observe that ther® system ofinterplay formed by three
elements: the national background of every coufragent historical events, implicit cultural
assumptions of population, shared values), natitegadher training policies and the national
teacher training curriculum. When we modify one thher two become directly affected.

In this sense, we clearly see that the nationakdracind interplays with national teacher
training policies and national teacher trainingricudum.

- From one side, national background influences natideacher training policies and
national teacher training curricula. For instartbese countries which belong to the so-
called “second generation immigration countriesh@Hl population western European
countries which started to receive immigrants fralimover the world during the 1970s
and the 1980s) do no include specific referencesntnigration when dealing with
diversity issues in their national teacher trainpalicies or curricula. Some countries
which are living the experience of an emerging riemnocracy do not include socio-
cultural diversity aspects or gender issues inrthational policies or curricula yet.
Religion does feature in national teacher trairpodicies or curricula in those countries
with deep roots in “laicism” as a social model.

—  From another perspective, and according to whabave said about international legal
literature, national teacher training policies arational teacher training curricula want
to influence national background in terms of intdtwerality. Therefore, teacher training
is seen as a powerful tool for transforming teaghmschools.

Finally, in national reports “managing diversitypears as the theme which is given most
consideration in both national teacher trainingge$ and national teacher training curricula
in all countries. However, some countries do natstaer “enhancing diversity” to be a basic
prerequisite for all. Therefore, it seems that “eging diversity” could be seen as the
common key theme for all countries and “enhancingerdity” could become the basic
challenge to be achieved in the short term.
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Teacher training institutions

The relationship between national teacher trairpoticies and teacher training institutions
depends on some context factors. There is a tegdentefine national teacher training and
curricula exclusively at a national level — ratltean regional — in smaller population
countries. In these countries, once the policyaBned, the teacher training institutions are
involved in defining the teacher training curricoluHowever, it is particularly interesting to
see that there is a tendency to define nationahtzatraining policy and curricula at both
national and institutional level in countries wittnger populations.

The data collected also show a tension betweeréedraining policy and teacher training

institutions in defining the teacher training canlum. It is imperative to explore the reasons
for this misunderstanding in order to clarify coeogition systems in the definition of this

curriculum for pre-service as well as for in-seevtcaining.

Another relevant issue is the link to oppositionween the administration and teacher
training institutions that has been found throulgh data analysis. We have identified some
key factors which help us to understand the dynamii¢his opposition.

—  One factor is the relationship between the stafusooio-cultural diversity within the
teacher training curriculum and the curriculum asseent. In most of the countries, the
nature of socio-cultural diversity contents is camspry. However, the curriculum
implementation is not assessed. Therefore, ittigassible to know if there are changes
in teacher training after the integration of socigtural diversity in the teacher training
curriculum.

— Another factor is the relationship between diseussind practice. Two countries have
assessed the impact of the teacher training clurcun relation to socio-cultural
diversity on teachers, and despite this contesing compulsory in both national
curricula, the teachers consulted asked for maigitrg on special needs children.

— A third factor is the relationship between the mataf the contents on socio-cultural
diversity in teacher training curricula and its @cttation. Although these contents are
compulsory, there is no official accreditation lo&mn.

There is a strong tendency to set up teacher mgimstitutions within universities. This

means that these wider training institutions pl&ew role in the definition of teacher training
conditions as well as the bridges that may be implged towards non-education curricula
which are closely related to socio-cultural diverge.g. humanities studies). The university
dimension also provides a wider framework when enpmnting Master and Doctorate
degrees in education.

Concerning the institutional development on cultdigersity within teacher training schools
and faculties, the data analysis proves it is laecording to the data obtained from managers
and pre-service teachers, no formal policies anidsue have been established. However, we
may identify some real actions which could be cdex@d on the way to making the
institution really “inter-cultural”. These actionsoncern student recruitment as well as
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teachers’ selections. From a perspective of BEnésncerning the developmental stages of
educational institutions regarding multiculturalisthe data analysis leads us to think that
they could be on a “contributions” stage (the loww@se): no institutional policy but some
single experiences and practices relating to

Managers emphasise the lack of alumni monitoringe @bsence of a relationship between
teacher training institutions and alumni reflectéoss of knowledge and opportunities for
mentoring new pre-service teachers, and making@rece training relevant to the reality of
teaching in a school.

Trainers and teachers

There is a link to opposition between trainers tgather training institutions in relation to
socio-cultural diversity. Trainers are supposedoéotrained on socio-cultural diversity by
their institutions as they may give lectures oramige teaching on this issue. However, all the
countries agree on the need to identify the oradithe trainers’ background in socio-cultural
diversity through research activities. What seemsbé positive is the fact that all the
institutions count on experts who specialise insaaltural diversity.

According to the nature of theontent ofsocio-cultural training of trainers within teacher
training institutions, both national co-ordinat@isd managers agree to state that there is no
link to influence between these institutions arainiers. The main reason is that this training
of trainers is not compulsory. There is also a latkassessment with respect to trainers’
competence in socio-cultural diversity.

Trainers and teachers value “teaching diversity” tae most common stage for all
practitioners. Secondly, “managing diversity” iskéa into consideration. “Enhancing
diversity” is the lowest priority for both. We mayppose a link to influence between trainers
and teachers at this point.

Finally, in-service teachers claim there is a latkractical orientation in training at teacher
training institutions. The absence of a relatiopdhetween teacher training tuition and real
practical problems at school can be identified. Jalve this inadequate professional

competence, in-service teachers have requestedfrioatpother professionals who work at

school; counsellors, psychologists, social workarsg] so on. There is no reference to who,
how and where these professionals are currenilyea

15Banks, J. A. (2001) Multicultural education: Cheteaistics and goals. In J. Banks, & C. A. Banks
(Eds.), Multicultural education: Issues and pertipes (4th ed.)
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Recommendations and implications for action

Recommendations

Taking an international perspective into accoungnmber states are recommended to:

1. Promote national policies on teacher trainingcvhnclude actions to develop a specific
status for teacher training on socio-cultural dsitgr according to UNESCO, Council of

Europe and European Union declarations and recomatiens on education, teacher training
and socio-cultural diversity.

2. Define a teacher training curriculum for botlegervice and in-service teachers which
emphasises professional competences on managingnésaehcing socio-cultural diversity in

conjunction with Bachelor, Master and Doctorate rdeg by using an interdisciplinary

approach.

Taking a national/regional perspective into accqunember states are recommended to:

3. Involve national educational authorities in sgarch for an international partnership for the
promotion of exchanges and the development of jpiogrammes on teacher training and
socio-cultural diversity.

4. Introduce an approach of socio-cultural divgraibhich comprises equality and inclusion as
core contents within teacher training curricula grdgrammes (UNESCO Education for
approach).

5. “Managing diversity” should be considered tothe lowest priority in national teacher
training policies and curricula. “Enhancing divéysishould become a real challenge to be
achieved by trainers as well as teachers.

Taking a teacher training institution’s perspectiveto account, member states are
recommended to:

6. Ensure quality of teacher training on sociowmalk diversity throughout their country.
Teacher training policy and curricula should haveoenmon framework at a national level
and a specific implementation at an institutiomalel as the best way to respect the different
regional situations in relation to diversity withewery country.

7. Define a teacher training curriculum on socititcal diversity by both teacher training
policy decision-makers and teacher training insttu representatives in a collaborative
framework.

8. Develop a specific assessment of the implemientaff socio-cultural diversity in teacher

training curricula as well as the impact of thisplementation in teachers’ professional
development.
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9. Develop an accreditation system on socio-cultirgersity competences according to the
several higher education degrees.

10. Be aware of the role of universities in promgtirameworks and actions between teacher
training institutions and other faculties or depsehts which are not directly involved in
education.

11. Be aware of affirmative actions when definitgdgnt and trainer recruitment policies for
teacher training institutions, and encourage alumenicreate a self-managed system of
activities and training on socio-cultural issues.

Taking a trainer’'s and teacher’s perspective intc@unt, member states are recommended
to:

12. Include support programmes for teacher trairimgjitutions for the organisation of
training of trainers on socio-cultural diversityarBcipate and finance international initiatives
to promote the training of trainers: Seminars, searand networks on teacher training and
socio-cultural diversity.

13. Participate in the creation of a research nétwao training of trainers on socio-cultural
diversity.

14. Acknowledge experts on socio-cultural diversitighin their institutions in order to ask
them to act as multipliers and promoters of thigjestt.

15. Consider the initial and in-service training ather professionals who work on socio-
cultural issues in school and other education&ddie

Implications for action

All these recommendations may be implemented fafigvan integral action plan in the short

to mid term at a national level. For those coustrigth a larger population, this strategy may
be developed at a regional level. In any case, dbi®n plan needs to be carried out in a
period of no less than three years, and must comitihe active participation of all the agents
involved: policy-makers, teacher training managdrginers, teachers and pre-service
teaching students. In order to facilitate the desion of the different contents of this action

plan, we suggest organising the information acogydlo various phases.

Phase 1: The current situation of the national tedeer training curriculum and socio-
cultural diversity — Where we are

The aim of this phase is to analyse the currenaidn of the national teacher training system
and identify the agents who are going to be inwblire the curricular development. This
analysis is valid for both pre-service and in-ssgviteacher training programmes and
activities. The outputs from this phase should deudhented in:
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—  Areport which explains the current situation ie+gervice teacher training.
—  Areport which explains the situation in in-servieacher training.

Both reports should include information on theduling elements:

A map of teacher training institutions involvedimroducing socio-cultural diversity in
their pre-service or in-service curricula, takimgoi consideration the themes “teaching

diversity”, “managing diversity” and “enhancing éngity”.

— A directory which includes individual teacher trais and teacher training teams who
are engaged in curricular development based ow-sudiural diversity.

A list of potential school teachers with experiiselealing with socio-cultural diversity
and interested in collaborating with teacher tragrfirom a practitioner perspective.

— A collection of good practices on teacher trainamgl socio-cultural diversity, covering
both theoretical and practical dimensions.

Phase 2: Definition of a national/regional teachetraining curriculum based on socio-
cultural diversity — What we want

The aim of this phase is to create a proposal fanational/regional teacher training
curriculum for both pre-service and in-service teactraining. This may be implemented
through a participatory process which involves @glinakers, teacher training managers,
teacher training trainers, teachers and pre-sete@ehers. The outputs of this phase should
be documented in:

— A national/regional teacher training curriculum adramework for teacher training
institutions (an articulated pre-service and iner teacher training curriculum).

This national/regional curriculum should includéommation on the following elements:

— A list of core competences that all school teachersst learn for managing and
enhancing diversity (especially socio-cultural dsiy). Contributions from experts and
researchers should be welcomed. These core conepsteshould be organised
according to a system which responds to four maastions:

* What competences require training?

* How can effective training be delivered in thesmpetences?

* Who must be responsible for training in these cdemes?

* What sequence of training in these competencetohaes followed?

— A curriculum framework for pre-service teacher rirag. This framework should
include a proposal based on core competences iragman and enhancing socio-
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cultural diversity in a Bachelor degree. This fravek should provide several models
of curricular management that may be adopted lphegaraining institutions.

A curriculum framework for in-service teacher tiaigp This framework should include
a proposal based on core competences in managidgeainancing socio-cultural
diversity in a Master and Doctorate degree. Thasnfwork should provide several
models for curricular management that may be adopyeteacher training institutions
and research institutes.

A network of schools and active teachers engaggadriding practical experience to

teacher training institutions, in giving feedbaak t@acher needs in relation to socio-
cultural diversity, in offering their institutiorfer research activities on teacher training
and socio-cultural diversity and in mentoring peevice teachers during their Bachelor
degrees.

Phase 3: Provision of a support system for the impmentation of a national/regional

teacher training curriculum based on socio-culturaldiversity — How we
implement it

The aim of this third phase is to implement a suppgstem which permits an effective and
efficient implementation of the designed curriculufolicy-makers should be aware of this
system as it is crucial for the correct developn@ihe national/regional curriculum within

teacher training institutions. This system must rbiated to international networks and
resources which may operate as facilitators atteomal level. The outputs of this phase
should be included in:

A support programme for implementing a renewedonatiregional teacher training
curriculum at both pre-service and in-service teadtaining levels.

This support system should include informationtoafollowing elements:

A national system of accreditation and assessmemtamers and teachers on their
competence in socio-cultural diversity during BdoheMaster and Doctorate degrees.
This accreditation and assessment should be inéebvathin the ordinary accreditation

and assessment systems. This accreditation shokiehaledge the core competences
for each degree.

A programme of mobility for trainers, pre-servieathers and in-service teachers on a
regional, national and international scale. Thiditity should be integrated as a part of
their training and some concrete output for innmratshould be expected from the
training. These training experiences should bentated towards personal development
on issues related to socio-cultural diversity.

An agreement of participation in international netks of trainers and teachers, and

international events to promote and improve tranand teachers’ competences on
socio-cultural diversity.
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A specific system for the training of trainers irccardance with international
organisations and institutions.
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