[image: image1.jpg]



[image: image2.jpg]




 teacher education for inclusion country report

estonia

1. Details of authors of report 

Vilja Saluveer, Estonian Ministry Education and Research

Karmen Trasberg, University of Tartu

Date: 30.03.2010

2.
Wider policy framework supporting teacher education for inclusion

In Estonia, the particularities in the design of the teacher training system arise from the diversity of the ethno-cultural backgrounds of the students and teachers.
The ethnic composition of the student body in comprehensive schools reflects the demographic situation of the country. Ethnic pluralism is also present in the Estonian educational system and is characterised by the different languages used in the classroom. The schools in Estonia can be divided on the basis of language of instruction, as follows: about 20% of all students of comprehensive schools study in Russian medium schools; the remainder in Estonian medium schools.

Table 1. The division of schools of general education by the language of tuition in Estonia 2009 (Source: Estonian Ministry of Education and Research, Statistical Data, 2010).

	
	Schools

	
	Number
	%

	Estonian
	465
	83.2

	Russian
	61
	10.9

	Mixed
	33
	5.9

	Total
	559
	100


In order to support better acquisition of Estonian as the second language, language immersion as a form of study has been implemented. Today, almost half of non-Estonian schools apply language immersion methods, and approximately 3,400 children study in language immersion schools and kindergartens. Since the 2007/2008 academic year, Russian medium upper secondary schools (grades 10 to 12) began the transition to Estonian medium studies. This is primarily designed to enable students studying at Russian medium schools to obtain a good command of Estonian. The most extensive activity that supports non-Estonian upper secondary schools to prepare for the transition is a project entitled ‘The Improvement of the Competitiveness of Teachers in Non-Estonian Schools’. In the framework of the project, special training and re-training courses are carried out for teachers in non-Estonian schools.
The second issue is a relatively high proportion of students with special educational needs who are not integrated into mainstream schools (in 2008, there was 45 special schools with a general number of 4,010 students). This tradition comes from the Soviet period when particular groups were highlighted as being ‘in deficit’, lacking social competence or problems with adjustment and learning difficulties. These groups were segregated rather than included, involving system and structural changes. After the restoration of independence, all the discriminatory restrictions were removed, and since the 1990s, the main goal has been to establish inclusive learning environments for all children. Instead of an outdated medical-deficit approach in a traditional way, teacher education institutions focus on inclusive solutions such as interdisciplinary teamwork, problem solving, co-operative learning, and co-teaching.

At the beginning of 2010, the Ministry of Education and Research completed the development plan entitled Smart and Active Nation 2010–2013 (Tark ja tegus rahvas 2010–2013), which establishes the provision of high-quality education and equal opportunities for lifelong learning in accordance with people’s abilities and interests as the Ministry’s main objectives.

This sectoral objective is supported by three strategic goals:

1. The reduction of educational stratification and the improvement of the general level of education;

2. The increase of creativity, activity and initiative;

3. Language skills, participation and competitiveness.

New curricula for basic schools and upper secondary schools were completed in 2009 and approved in 2010. The general parts of these curricula form the core values of the two stages of study, which are to be used as the basis for learning and education in schools.

The core values of basic education are formulated as follows:

(1) The function of general education schools is to instruct as well as educate. The school contributes to the development of young people into creative and well-rounded individuals who can fully operate in various contexts, such as family, workplace, and public life.

(2) Within the framework of basic education, the pupils’ intellectual, physical, moral, social, and emotional development is valued equally. Basic schools provide the conditions for the balanced development of the pupils’ various abilities and their self-realisation as well as for the development of a science-based world view, and emotional, social, and moral maturity.

(3) General education schools shape and pass on values that provide the basis for a happy personal life and the successful functioning of society.

(4) The core values of the curriculum are based on the ethical principles established in the Constitution of the Republic of Estonia, the Universal Declaration of Human Rights adopted by the UN, the Convention on the Rights of the Child, and the basic documents of the European Union. The core values include common human values (honesty, thoughtfulness, respect for life, fairness, human dignity, respect for oneself and others) and social values (freedom, democracy, respect for one’s native language and culture, patriotism, cultural diversity, tolerance, environmental sustainability, the rule of law, solidarity, responsibility, and gender equality).

(5) The socialisation of the new generation is based on the communication of the traditions of Estonian culture, common European values, and the world’s most important cultural and scientific achievements. Basic education ensures the sustainable social, cultural, economic, and ecological development of Estonian society by providing the new generation with basic training for integration into society.

Upper secondary schools continue to provide the values education started in basic schools primarily by imparting values that, in addition to being the basis for a happy personal life and the successful functioning of society, contribute to the country’s economic growth by developing the society’s human assets. A successful values education requires a functioning school democracy and a school culture that corresponds to the curriculum.

It is critical that the above-mentioned core values be taken into account upon the preparation of the curricula for the initial training of teachers in order to ensure that they are actually passed on to all of the pupils through the curriculum.

The resources of the European Social Fund are used in Estonia to improve teacher training and to advance the development of educational science. Programme Eduko was initiated in 2008 and its partners include all the institutions of higher education that provide teachers training. The programme provides for two activities that allow for the meaning of inclusive education to be incorporated in teacher training. The activities are:

(1) analysing and developing teacher training curricula;

(2)  renewing study methods and content and developing human resources.

The conformity of teacher training curricula and the organisation of study to the professional standard for teachers, the curricula of basic schools and upper secondary schools, and the principles established in the teacher training strategy will be analysed within the scope of the aforementioned activities. As a result of the analysis, proposals will be prepared for the amendment of teacher training curricula, the organisation of study, and, possibly, the professional standard for teachers. Furthermore, the programme will include developing the organisation of practical teacher training and increasing the collaboration between universities and schools in the organisation of teacher training.

http://eduko.archimedes.ee/en
At the teacher education institutions, there are discussions about how to improve school practice and enliven co-operation between universities and schools in general.

3.Initial Teacher Education

a. Entry to teacher education

(1) The Universities Act limits the opportunities for obtaining state-commissioned education for the second time at the same academic level. At the same time, the Act allows potential students who work as teachers or who state their wish to become teachers to apply for Open University student places in specialties taught according to the teacher training curricula. This provides many rural teachers, who work at schools but have not acquired a higher education corresponding to their profession, with access to the teacher training curricula. 
(2) Potential students who had the best graduation results in their upper secondary schools will be admitted to the teacher training curricula regardless of the general conditions for the admission of students. The winners of national subject competitions are also admitted without competition (2010 Rules for Admission to the University of Tartu).

(3) Admission without competition is also possible in some specialties in the case of potential students who are working or have worked as teachers (for example, applicants who have worked as Russian language teachers are admitted without competition to the speciality of Russian language and Slavic Philology (2010 Rules for Admission to the University of Tartu).
(4) A potential student who has finished his/her secondary education in a non-Estonian school and who wishes to study according to an Estonian-based curricula, yet cannot do so because of his/her lacking Estonian language skills, has the opportunity to specialise in studying Estonian during the first academic year in a free student place.

(5) The APEL (Accreditation of Prior and Experiential Learning) process is implemented with regard to university studies, which allows students engaged in teacher training to study in foreign countries (mobility and credit transfer), be given credit for prior work experience, switch curricula in a flexible manner, etc.

b. Models of initial teacher education 

Teacher education is provided by universities or by other higher education institutions. Based on the example of the British ‘Teach First’ programme, there is also an alternative route in initial teacher training called ‘Youth to school’. This combines initial teacher training with volunteer coaching, networking opportunities, and a bespoke leadership development programme (http://www.nooredkooli.ee/).

The variety of methods used in teacher education programmes include lectures, team teaching, guided inquiry, lessons with video-feedback, mentoring, blended learning and e-learning, etc. The remarkable impact on teacher education for inclusion has harmony of observation, basic and main school practice.

The topic of collaboration is relevant in Estonian teacher education because very often the staff members, who are involved in the initial training of teachers, institutionally belong to different faculties or units.

In order to begin and sustain co-operation between staff members, regular meetings, conferences, joint research projects and publications are initiated. For that purpose, universities have special co-ordinating units (for example, Pedagogicum at the University of Tartu and Centre for Pedagogical Practice at Tallinn University).

Those structural arrangements allow a more integrated approach and support inclusion. The development of interdisciplinary and cross-institutional frameworks requires the involvement of not only a few enthusiasts but also an institutional structure including resources, mechanisms and infrastructure.

c. The initial teacher education curriculum 

The general framework for the teacher training curricula is established by the regulations of the Government of the Republic entitled Standard of Higher Education (2008) and Teacher Training Framework Requirements (2000). All teacher training curricula must contain 60 ECTS credits’ worth of pedagogy and psychology-related subjects and practical work based on the teacher competences described in the Professional Standard of Teachers and Professional Standard of Vocational Teachers. The requirements of the national curriculum for the appropriate stage of study must be taken into account in teacher training. The aforementioned documents are also used as the bases for the accreditation of curricula.

Generally, institutions of higher education establish their curricula independently. Institutions of higher education have curriculum councils that include representatives of the labour market, such as active teachers, heads of schools, or education officials.

In the curricula of initial teacher education, there are special courses that address diversity and inclusion issues. The general aim of those modules is to support teacher’s readiness to work in an inclusive classroom and prepare teacher trainees for planning and managing the process of learning and teaching in diverse settings.

For example, the obligatory ‘Pedagogical Communication’ course focuses on teachers’ effective verbal and nonverbal communication styles, and special attention is paid to the relationship with minority parents/colleagues.

The ‘Working with pupils with SEN’ course is directed towards future teachers, school psychologists, and special educational needs teachers. Students get the theoretical basis for working with children with SEN; they also identify and describe children with SEN and perform practical work – the analysis of the problems of a particular child and developing an individual plan to help him/her.

In the curricula of the vocational teacher, there is an obligatory ‘Multicultural education’ course. The course gives an overview of the development of the ideas of multicultural education in Estonia and in an international perspective. Minority education models and various adaptation programmes in organising multilingual education are introduced. The main strategies of intercultural teaching and learning are discussed.

The challenges that may impact on teacher education for inclusion are web-based and blended learning courses. In 2010, there are 1,080 e-courses available for students at the University of Tartu; there are about 150 specially designed web-based courses and e-learning options for teacher education. 40% of teacher educators use different e-learning environments.

For students with special needs and for students from rural areas, there are e-textbooks available. A special service is provided for blind students – audio-textbooks.

The collaborative competences for future teachers are developed in general pedagogical-psychological courses as well as in the school practice module. The following examples could be highlighted:

The ‘Pedagogical communication’ course (6 ECTS) has learning outcomes that support collaborative practice: the trainee teacher is able to initiate and sustain positive contact with children and parents from different socio-cultural backgrounds; is able to involve children and parents in a variety of co-operative activities that require mutual and active partnership communication; is capable to understand the reactions of students depending on their socio-cultural background; and is able to cope with conflicts in school and the classroom environment between representatives from different socio-cultural groups.

The ‘Educational Psychology’ (6 ECTS) course follows the logic of designing and delivering lessons as well as other instructional and educational events. As a result of the successful completion of this course, the trainee teacher understands the basic concepts of developmental psychology, as well as learning and motivation theories in an inclusive school; the basic principles underlying the organisation of learning and instruction and classroom management; and the practical application of the main theoretical concepts.
Communication and collaborative skills are also developed during supervised school practice (min. 10 study weeks). Trainee teachers give lessons and carry out the other duties of a class teacher (including planning and organising a meeting with parents or an outdoor event for the whole class).

Various optional specialised courses can be found at different levels, such as ‘Conflict management in school’ (3 ECTS), ‘Negotiation skill in performance’ (3 ECTS), ‘School counselling’ (3 ECTS), ‘Network of school social work’ (3 ECTS), etc.

Students are involved to the curriculum development process in many ways:

(1) Students are represented in each Programme Council. This is the unit for conceptualising, monitoring and improving the quality of teacher education curricula. The programme-based management of higher education was introduced in 2006, and it is based on the systematic and regular monitoring and analysis of study processes and outcomes that enables clear identification of strong aspects of the curriculum as well as the areas in need of improvement. The programme Council consists of representatives of staff, students, alumni, employers, and professional organisations. The student’s representative can give feedback or make proposals concerning certain curricula.

(2) Every student can provide feedback on the study regulations, content of courses, qualification of lectures etc. through the web-based study information system.
(3) In order to implement the inclusive approach during the school practice, the trainee teacher can give feedback about the process of practice during the final seminar.
(4) In individual research projects, there are wide opportunities for trainee teachers to be engaged in collaboration, reflection, and discussion about inclusion. Every year, student research days are organised to reflect and discuss about the most interesting and relevant topics in teacher education.
d. Attitudes and values in initial teacher education

The Estonian Teacher Education Strategy http://www.hm.ee/index.php?0511796 formulates the following strategic vision for 2013: Estonian schools employ dignified, motivated, and competent teachers. In order to ensure the fulfilment of the vision, the strategy defines six principles for teachers to follow in their work and planning their professional development. Among other things, teachers:

(1) Support their learners’ development. The learners’ development is an indicator of how effective a teacher is. Teachers take into account the learners’ individual development needs. Teachers will analyse each teaching situation separately, will be able to motivate learners, will use the appropriate teaching activities and methods, and will be able to analyse the effect of the activities and methods on the learners’ development. Teachers are able to handle multicultural study groups, can recognise the learners’ special needs, and take them into consideration.

(2) Are instructors and shapers of learning skills. In addition to passing on knowledge and skills, teachers increasingly act as instructors and advisers who guide the study process and work to shape a study environment that contributes to the learners’ development. Teachers are familiar with contemporary information sources and opportunities for non-formal learning, use modern information and communication technology in their work and support the learners in acquiring individual learning skills, and choosing and processing information. Teachers are also able to instruct adult learners (parents, colleagues, trainees).

(3) Integrate fields of study and know their subjects. Teachers are experts in their field of study, understand that field’s development trends as well as the connections between fields of study, are able to differentiate between important and less important study content, and integrate study content with other fields of study, the surrounding environment, and the learners’ experience.

(4) Involve colleagues and parents in supporting the learners’ development. Each teacher is prepared to participate in teamwork, to give and receive feedback, and to initiate and guide group processes that support the learners’ development. Teachers involve parents, colleagues, community representatives, and experts in supporting the learners’ development.

As of 1st September 2009, the higher education curricula use an outcome-based manner of description, which makes it possible to compare the general learning outcomes of the curricula and the principles described above. The principles have been taken into account more in the case of curricula prepared for class teachers and less in the case of the curricula of subject teachers.

e. Teaching practice

School practice is carried out in the municipal or private schools. The practice guidelines vary between teachers’ education curricula but usually contain 3-steps: observation, basic, and main school practice. The practice periods are supervised by both the university lecturers in didactics and education and the teachers of the practice school.

The practice periods provide students with teaching and learning in their different forms as well as opportunities to discuss experiences openly and critically with the co-students and supervising teachers/trainers. The practical experiences build the foundation of the student’s general understanding of the teacher’s work. The trainee is given feedback on his/her actions during the practice and guided to self-assessment in order to make him/her conscious of the essential features of the teacher’s work. During each practice period, the trainee teacher collects material concerning the practice in his/her personal portfolio.

 In order to support inclusion, different approaches and methods are used during the practice: individual and simultaneous teaching, target-orientated teaching observation, reflective self-assessment, discussions in small groups, participating in counselling, and carrying out learning exercises.
During each practice period, the trainee collects material concerning the practice in his/her personal practice file or portfolio. The essential parts of this material will be selected and presented to the co-students and supervisors in a final seminar.
In order to gain experience about different types of schools, teacher trainees can choose a practice school from the list of many municipal or private schools, including schools/classes for children with special educational needs. The main criteria for teacher education institutions to initiate the co-operation with schools are qualified teachers and mentors.

4. Competences, assessment and accreditation 

The training for the inclusive classroom as a prerequisite for the certification of newly qualified teachers is based on the Estonian Teacher’s Professional Standard (2005). This document contains the requirements for the knowledge, skills, experience, values, and personal characteristics arising from professional qualifications. The teacher Professional Standard states that the teacher:
· Knows the common and specific features of learners’ (including learners with special needs) development;

· Knows the specific features of a multicultural learning environment;

· Takes into account the special features of a multicultural learning environment and prevents corresponding problems that may arise;

· Adjusts the learning process and environment to learners with different language knowledge and cultural backgrounds;

· Applies methods and forms of group and independent work appropriate for the aims of learning, the learners’ age, and their abilities.

Teacher Professional Standard (in Estonian)

http://www.kutsekoda.ee/et/kutseregister/kutsestandardid/10086813/lae/109_standard.pdf
Although Estonia does not have a general system of certification for teachers, Estonian teachers do have a career ladder consisting of four steps. In order to advance to the next step on the career ladder, which is voluntary for teachers and connected to wage increases, the teachers must pass an evaluation process organised by the school or a national board. Although the evaluation criteria do not comprise a component related to inclusive education at present, the requirements are being reviewed.

The Professional Standard is the basis for certification of newly qualified teachers; for in-service teachers, it acts as a recommendation for self-analysis.

Competences related to inclusive education are not evaluated separately. Teachers do, however, evaluate their own professional development according to the professional standard throughout the induction year with the help of a mentor.

5. Teacher educators 

Most teacher educators have relevant educational backgrounds (for example, MA, PhD in Special education) or they have completed in-service training courses in this field, provided by local or international experts. All universities provide ‘Teaching in higher education’ courses that include aspects about diversity in society and the university classroom.

Developing Human Resources is also one of the priorities of the Programme Eduko where special activities are designed for the training and continuing education of teaching staff.

In the field of education for more able learners, there is co-operation with the Gifted and Talented Development Centre. There are on-going joint research projects and the exchange of lecturers.

Teacher trainers who are responsible for teaching diversity are mainly trained through individual research and optional in-service courses.

Further training development opportunities are available for teacher trainers through Programme Eduko. The teaching staff is encouraged to learn from the best practices in teacher training in Estonian and foreign educational institutions and to participate in training courses and conventions, seminars, and summer and winter schools on the specifics of teacher training. Many teacher trainers are individually involved in international networks or projects in order to build international professional communities.

6. Quality assurance and follow up of new teachers 

Inclusive practice is a part of formal study process and it is quality assured on a regular bases.

Until 31st December 2009, all study programmes were accredited according to the Procedure for Accreditation of Universities and Institutions of Professional Higher Education and Their Curricula and Requirements for Accreditation approved by the Government of Estonia in 2003. Since 2010, the Ministry of Education and Research will implement the transition from the former accreditation system, in which individual study programmes were accredited, to the quality assessment of study programme groups. All study programme groups (28) will be assessed from three aspects: quality, resources, and sustainability of studies. Quality assessment is focused on assessing the quality of studies provided on the basis of study programmes and its objective is to support the self-evaluation and self-development of higher education institutions. The transitional evaluation of teacher education programmes is scheduled for 2011.

Quality assurance at the higher education institutions is based on self-evaluation. Teacher education programmes are led by Programme Managers who co-ordinate the study process and curriculum development within the programme, the marketing activities, and information exchange by guaranteeing the effectiveness and quality of the curriculum. To achieve this, the advisory bodies of programmes (Programme Councils) include the representatives of all stakeholders, including students and employers. The tasks of the Programme Councils include the preparation of a strategic development plan, setting goals for the principle activities, advising the Programme Manager, and evaluating the programme’s effectiveness.

The assessment of particular courses in teacher education is conducted through student questionnaires and is one of the bases for ensuring the quality of teaching. Student questionnaires give consistent feedback on the teaching of different subjects. The information obtained is used to improve the content of courses and methods of teaching.
In addition to the activities that evaluate the quality of the educational work internally, the teacher training institutions also consider it important to receive feedback from its graduates and their employers. The Career Service conducts annual polls among former students of the university who, by the time of the poll, have worked approximately six months. The graduates evaluate their initial transition to the labour market and the relevance and level of the knowledge and skills obtained from the university, and they are able to make suggestions on how to improve what has been done so far.

The Programme Council asks for feedback from alumni and employers concerning particular curricula. Without a doubt, employers need to be involved to a greater extent than before in the preparation of the curricula, in particular, in the improvement of the school practice.

7. Representation from minority groups

Ethnic/linguistic minorities are represented in the following proportions:

Approximately 1/3 of teachers, 1/4 of student teachers, and about 1/10 of teacher trainers have diverse ethnic/linguistic backgrounds. There is no statistical data available about religious/gay/lesbian/transgender minorities among teachers, teacher trainers, or student teachers.

8. Policy into practice examples

Induction programme supported by e-portfolio http://eportfoolio.opetaja.ee/
This is a flexible, open, web-based learning environment, which allows for the active participation of all learners. Its emphasis is on the idea of equal access and high quality learning for all.

Background information

Recent studies show that teachers are offered fewer induction programmes, systematic course works, and advisory services than is the case within other professions (Kaspersen 2007). Furthermore, they have fewer opportunities to study colleagues in action (Fransson 2006), and fewer opportunities to reflect on daily decisions, engage in thoughtful inquiry, or collaborate with other teachers (Cochran-Smith 2001, Ingersoll and Kralik 2004).
Flores (2004) claims that knowing how new teachers act in context – their expectations and needs, limitations and constraints – becomes a key issue if meaningful learning is to be encouraged and developed.
Setting/situation of the example:

To support novice teachers during the adaptation period at school, an induction year programme in Estonia was implemented in 2004. Estonian education policies try to consider teacher education as holistic, consolidating three levels of the teacher education system (initial training, induction year, in-service training) that creates opportunities for teachers’ professional development. The aims of the induction year are as follows: (1) to support the adjustment of novice teachers to schools as organisations, (2) to further develop the competences acquired in initial training and (3) to provide support in solving problems caused by a lack of experience. In the model, two approaches are combined: learning and development in the school setting and the regular seminars of novice teachers.

In order to meet the needs of all young teachers, including people form rural areas and trainees with special educational needs, an open learning environment called e-portfolio was created in 2005.
Partners involved:

National Examinations and Qualifications Centre 

Estonian Ministry Education and Research
Tallinn University

University of Tartu

Tiger Leap Foundation

Description of activity/approach being taken:

E-portfolio is a joint learning and communication platform for Estonian teacher education institutions to support all levels of teacher education. Participants can present their knowledge, skills, and personal characteristics to analyse their learning process, give and get feedback, plan their professional development, etc.

Competences that are being developed:

Teamwork skills, sharing best practices and failures

Problem-solving skills through real-world learning tasks
Abilities of self-reflection

Critical thinking

Counselling and coaching abilities

Working in interdisciplinary teams
Use of a wide range of resources of information technology
Impact/benefits for student teachers/learners/others:

This platform supports the planning of a teacher’s professional development throughout their career and enables for creating sustainable learning communities and networks.

Identification of what can be learned from the study about teacher education for inclusion:

This initiative meets the needs of diverse learners. All student teachers, mentors, and supervisors have access to the platform, not depending on the location, special needs etc.

Participants can share practices about methods and inclusive educational strategies. Supervisors and mentors can assist student teachers in responding effectively to diversity in the classroom. At the same time, it allows for bringing knowledge and experience from the induction programme back to the teacher education institutions.
Plans for further development/extension of this practice:

In the bases of this platform the teacher’s personal e-portfolios can be developed. See for example:

http://e-portfoolio.page.tl/Professionaalne-areng.htm
Contact details for further information:

Practice and Induction Year Centre, University of Tartu (in Estonian)

http://www.ht.ut.ee/taienduskoolitus
Induction year Programme, Tallinn University (in Estonian)

http://www.tlu.ee/?CatID=1839&LangID=1
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