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Annex 3: Governance and organisation of initial 

teacher education in Europe: general context 

Conceptualising Initial Teacher Education 
Scope and emphasis of ITE 

Research in initial teacher education (ITE) usually focuses on the policies and practices 

that shape the professional preparation of candidate teachers. There is a wide range of 

such policies and practices in Europe. One of the main reasons for such heterogeneity 

is that there is no agreement on what ITE curricula should particularly emphasise 

(McKenzie et al., 2005). Another important reason is that ITE operates in varied 

institutional and organisational settings. In their mapping of ITE in Europe, Buchberger 

et al. (2000) distinguish between traditional and new ITE models based on common 

patterns in the emphasis and content of the curriculum (Buchberger et al., 2000). 

They argue that the new models are strongly influenced by more traditional models. 

They distinguish the two most influential traditional models: the national school 

tradition and the academic tradition.  

The national school tradition is mostly associated with the preparation of teachers 

for teaching at the primary school level. The main focus of this model is on practical 

preparation and methodological courses linked to the school curriculum. It provides “a 

number of routines to teachers, which allows them to master specific aspects of the 

teaching practice, providing them with solutions to certain well-defined problems they 

may face in the classroom” (Musset, 2010: 17). On the other hand, the main 

disadvantage of the model is that it devaluates “the importance of educational theory, 

academic and scientific knowledge and research-based knowledge on teaching, 

studying and learning” (Buchberger et al., 2000: 14). In contrast, the academic 

tradition acknowledges these aspects by placing a stronger emphasis on academic 

knowledge. 

The academic tradition is usually associated with the preparation of teachers for 

lower and upper-secondary schools. It is based on the assumption that the 

“knowledge of the scientific structures, contents and methodologies of particular 

academic disciplines, the competencies (e.g. general problem-solving capacity) and 

attitudes learned during the processes of knowledge acquisition (…) are sufficient to 

enable teachers to perform the tasks of teaching and education competently” 

(Buchberger et al., 2000: 15). This model places greater emphasis on the acquisition 

of academic knowledge in a particular discipline rather than in learning pedagogical 

skills and teaching practices. As a result, programmes organised according to this 

model prepare candidate teachers as subject specialists in one or a few academic 

disciplines. Such programmes mainly focus on the scientific content in a number of 

academic disciplines. On the other hand, only limited time is allocated to professional 

studies.  

With the aim of addressing the shortcomings of the traditional models and other 

factors calling for educational reform, new ITE models emerged in the late 1960s. 

Increasingly more scholars in the field of education have endorsed models aimed at 

the professionalisation of teaching. This type of ITE models aims to prepare 
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autonomous teachers, equipped with a “professional problem-solving capacity, a broad 

repertoire of validated practices to promote and support learning, and a professional 

code of ethics” (Buchberger, 2000: 19). Hence, it aims to develop teachers “with a 

strong critical sense (…) [who are] able to identify problems and a school’s specific 

needs, within a particular context (…) [and] propose potential solutions” (Musset, 

2010: 17-18). Major components of programmes based on this model are the studies 

in the science of the teaching profession, which are closely linked to educational 

research (e.g. educational psychology, educational sociology, etc.). Hence, this model 

approaches the teaching profession as an academic discipline in its own right. The 

professionalisation of teaching model is most often employed at PhD. level, which 

usually prepares teacher educators rather than teachers. The emergence of this 

approach has not yet brought substantial structural changes in the organisation of ITE, 

which still mostly follows traditional models. Nevertheless, there is evidence that the 

model is slowly taking hold in ITE providers across Europe (e.g. FR, DE, FI, UK/EN, 

UK/WLS) (Ibid.). 

The minimum-competence model of teacher education emerged within the 

structural parameters of the English speaking education world and is slowly developing 

in other countries. Approximately two-thirds of OECD countries have some type of 

such programmes (e.g. BE, DE, EE, LU, NL, NO, PL, UK) (European 

Commission/EACEA/Eurydice, 2013). The programmes that are based on this model 

usually emphasise the means to certify potential candidates, rather than educational 

theory or research, and the scientific knowledge of an academic discipline. The 

minimum-competence model of teacher education aims to equip teachers with the 

minimum competences needed for basic teaching via apprenticeship-type 

programmes. At the same time, in order to ensure candidates’ certification, the model 

draws on “skills that do not come from a teacher education programme, but from the 

personal experience of each aspirant” (Musset, 2010: 18-19). 

Common organisational and institutional characteristics of ITE 

As mentioned earlier, ITE operates within heterogeneous organisational and 

institutional setting across and within European countries (Buchberger et al., 2000). 

Research distinguishes two models describing how ITE is organised in Europe: the 

concurrent and consecutive models. These two models differ depending on the 

way the general and professional components of teacher education are combined. 

According to Eurydice, “the general component refers to general education courses 

and mastery of the subject(s) that candidates will teach when qualified (…) [while, 

the] professional part provides prospective teachers with both the theoretical and 

practical skills needed for teaching and includes in-class placements.” (European 

Commission/EACEA/Eurydice, 2013: 23). 

In the concurrent model, both general and professional components are provided at 

the same time. As with any other higher educational institution, recruitment of 

candidate teachers is based on students’ secondary school results. This model is 

accompanied by curricular content, which is similar to the national school tradition of 

ITE (e.g. basic subject and educational studies supplemented by supervised teaching 

practices) (Buchberger, 2000). The fact that the two components are taught 

simultaneously is a main advantage of this model, since it allows a coherent learning 

experience. However, if the socialisation of the teacher into the teaching profession is 
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only allowed through this model, highly qualified candidates who have obtained a 

degree in other fields than education and are willing to become teachers will be 

discouraged to enter the profession (Musset, 2010). This shortcoming is particularly 

relevant for migrants, refugees and asylum seekers who have obtained their degree in 

other countries and arrive in the host country with prior knowledge and experience.  

Within the consecutive model, the professional component is provided after the 

general component. Specialised teacher education is provided at the end, or soon after 

a tertiary education programme. Hence, the recruitment of prospective teachers in the 

framework of this model is based on individuals’ results obtained during their higher 

education studies. According to Buchberger et al. (2000) the consecutive model is 

closely identified with the emphasis on the academic tradition of ITE. The main 

advantages of this model are that it permits flexible entry into the teacher profession, 

and that the teachers who have followed this track possess a comprehensive 

understanding of a particular subject matter. On the other hand, the learning process 

in such programmes is fragmented because these two components are taught in two 

different cycles (Musset, 2010). As a result, student teachers who have graduated 

from such programmes have a weaker knowledge of learning practice and pedagogy 

relating to a particular subject matter.  

To a large extent, the concurrent model is associated with the preparation of teachers 

for the pre-primary and primary level, whereas, the consecutive model is often used 

to educate future teachers at the lower and upper secondary levels (European 

Commission/EACEA/Eurydice, 2013). However, it should be noted that in some 

countries either only the consecutive (e.g. PT, FR) or only the concurrent (e.g. DE, TR) 

model is used. Furthermore, in some countries (e.g. UK, PL) both models coexist. 

Even though having a mixed setting is rather costly, it enables countries to attract 

potential teachers with different profiles and address teacher shortages (Musset, 

2010).  

Another way that some countries use to attract prospective teachers with different 

profiles to the teaching profession are so-called alternative pathways. They can be 

defined as a “heterogeneous set of programs that differ in some way from traditional 

campus-based, pre-service teacher preparation” (Dai et al., 2007).  This approach is 

closely associated with the emphasis associated with the minimum competence model 

of teacher education (i.e. it is concentrated on certification rather than acquisition of 

knowledge) (Buchberger, 2000). Such programmes are usually short, focused on 

practical preparation at schools, and attribute low priority to educational theory and 

research. These programmes are very flexible and particularly aim to socialise 

graduates with another background than education into the teaching profession. 

Countries have usually introduced them when there is a teacher shortage and a need 

to quickly increase their supply. Depending on domestic needs, there is a wide variety 

of programmes based on this model across countries, and they mostly differ based on 

the type of a candidate they aim to attract. Another important feature of alternative 

pathways is that some of these measures give a considerable autonomy to schools to 

decide what type of candidate teachers they need (Musset, 2010). In contrast, within 

the consecutive and concurrent models, such a decision is most often made at the 

higher levels of governance. Figure 2 below captures the varied models of ITE in most 

European countries. 
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Figure 1: ITE organisation across European countries (2011/12) 

 
Source: European Commission/EACEA/Eurydice, 2013. 

Alongside these general features, another important difference between education 

systems is that the provision of ITE can be public and/or market-based. For instance, 

in France, Germany and Spain, governments allow only public ITE providers. In 

contrast, in countries where many formal and informal institutions have developed 

alongside market structures (e.g. the UK, the US, and Australia), market-based 

approaches to the provision of ITE are available. The distinction between public and 

market-based systems is particularly relevant because it impacts the level of 

autonomy that ITE providers enjoy. This indicates that the governance role of the 

national authorities can differ between the systems. Indeed, studies often distinguish 

between two types of systems based on the governance role adopted by the Ministry 

of Education. As argued, “in more regulated systems ITE is governed by detailed 

regulations and descriptions regarding the curriculum to ensure that each student 

acquires the needed qualities … [whereas] in more deregulated systems general 

guidelines for the output are given while the institutions providing ITE are autonomous 

and decide how to reach these outcomes.” (European Commission, 2015a: 60). 

Furthermore, since the 1980s, there has been a visible trend across Europe for 

teacher education to be increasingly redirected from institutions of higher education 

(such as Pädagogische Akademie in Austria or Seminarium in Denmark) to 

universities. This happens by either transforming these institutions into universities or 

integrating teacher education programmes into various faculties within existing 
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universities (Buchberger et al., 2000). This trend has prolonged the period that 

candidate teachers spend in ITE (Musset, 2010). Even though these two models 

envision certain practical components (e.g. placement or internships in schools) most 

of pre-service education happens away from pre-primary, primary or secondary 

schools. Hence, the candidate teachers that are prepared through such programmes 

spend increasingly more time away from classrooms. On the other hand, alternative 

pathways are in sharp contrast with the concurrent and consecutive models because 

such programmes envision short apprenticeship-type of preparation of individuals with 

prior knowledge in fields other than education.  

Across Europe, prospective teachers are required to spend an average of three years 

to qualify at the pre-primary and primary level and five years at the lower and upper-

secondary level (European Commission/EACEA/Eurydice, 2013). Depending on the 

emphasis of the ITE programme, the length of the professional component can also 

differ across levels. Usually this component is longest within programmes that prepare 

teachers for the pre-primary level, and the shortest for the upper-secondary level. 

Across systems, the minimum required proportion of time that should be spent on 

professional components varies considerably in ITE programmes set by higher 

education authorities. For example, at the level of primary teacher education, it could 

be as high as 87% (ES) and as low as 11% (TR) of the full programme. On the other 

hand, for the upper secondary level, the lengthiest requirement for the professional 

component is in Malta (37%) and the shortest are in Belgium and Poland (8%). It is 

noteworthy that in some countries ITE institutions have institutional autonomy and are 

able to define the overall length of the professional component themselves (e.g. FR, 

EL, NL, RO, SK).  

Practical preparation is an important and mandatory element of the professional 

component in every country. It often takes the form of short and supervised 

internships or placements at schools. The general trend across Europe is that the time 

allocated to practical training in ITE programmes is shorter for pre-service teachers 

preparing for the upper levels of education and longer for those who will teach at the 

lower levels (European Commission/EACEA/Eurydice, 2013). The minimum time that 

ITE programmes must allocate for practical training can be as short as 20 hours (HR) 

and as long as 1,065 hours (UK) for either the pre-primary, primary or general school 

level education. However, there is large cross-country and cross-level variation. 

Moreover, in some countries ITE providers are able to define the length of practical 

training autonomously (e.g. FR, NL, SE).   
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Figure 2: Teacher Competence Frameworks in Europe (2011/12) 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Source: European Commission/EACEA/Eurydice, 2013. 

Finally, most countries in Europe have some form of teacher competence 

framework – a combination of minimum skills and competences that teachers should 

possess to enter the teaching profession (see Figure 3). Competence frameworks can 

have a positive impact on the quality of teacher education, because they create 

predictability and a common language among stakeholders (see Chapter 3). There is a 

variety of approaches in research and policy on what is considered the most 

appropriate set of minimum competences needed. They usually include “areas such as 

subject and pedagogical knowledge, assessment skills, teamwork abilities, the social 

and interpersonal skills necessary for teaching, awareness of diversity issues, research 

skills, (…) as well as organisational and leadership skills.” (European 

Commission/EACEA/Eurydice, 2013: 35).  

The continuum of teacher education 

ITE is a crucial phase within the continuum of teacher education (European 

Commission, 2015a). In research and policy, teacher education is increasingly seen as 

a career-long learning process accompanied by the domestic parameters of each 

system (Schwille et al., 2007). The continuum of teacher education starts with the 

recruitment of prospective teachers into ITE. ITE is often complemented by the 

induction phase, followed by Continuing Professional Development (CPD). 

According to Schwille et al., “whatever is done in any one phase should be informed 

and will be influenced by what has been learnt before and what is likely to be learnt 

later, as well as the opportunities to learn that co-exist during the phase in question.” 

(Schwille et al., 2007: 29).  
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To stimulate teacher development throughout the continuum of teacher education, 

policy-makers should also consider five perspectives associated with a teacher’s career 

(European Commission, 2015a): 

 Pedagogical perspective: refers to the learning needs of teachers during the 

three phases. These needs are defined by what teachers should focus on during 

each phase. During ITE, student teachers should focus on becoming a teacher, 

in the induction phase on being a teacher, and during CPD on growing as 

teachers. Effective teachers should embrace attitudes directed towards 

personal growth, while at the same time be able to autonomously identify with 

what their learning needs are to grow further. ITE is the crucial phase that 

helps to ensure that teachers develop such attitudes and abilities (European 

Commission, 2015a). As a result, ITE should aim to adopt a curriculum that will 

increase future teachers’ growth-oriented agency and an ability to identify the 

specific competences they need to develop during the later stages. 

 Instrumental perspective: refers to the policies and mechanisms that form 

support structures and assist (student) teachers in becoming, being, growing 

and remaining a teacher during the various phases of their career. Here, policy-

makers should aim to create structures that support professional development 

initiatives, which need to be balanced between need-driven and teacher-

initiated initiatives. Such policies should acknowledge and build upon formal, 

informal and non-formal learning as an effective means of professional 

development. Support structures should also encourage teachers to engage in 

research, as well as to apply the knowledge generated through research. Last 

but not least, they should also aim to ease transitions between the different 

phases of teachers’ careers. 

 Career perspective: refers to the ways crucial milestones and the needs to 

proceed beyond these milestones provide incentives and influence teachers’ 

development when they progress or move through career stages. To take this 

perspective into account, “decision makers should recognise the range of roles 

and entry points to the profession and create inclusive policies that value and 

certify different skills and experiences and give opportunities for career steps 

both within and outside the classroom” (European Commission, 2015a: 32). 

 Professional perspective: refers to the prospects that competence 

frameworks for different phases can create. Explicit competence levels, 

connected with periodic appraisals, will serve teachers as landmarks for further 

development. Moreover, by bringing such clarity, decision makers can create 

predictability and common language not only between different phases of the 

continuum but also between different stakeholders responsible for the latter’s 

implementation. Hence it can ease policy coherence and the collaboration 

between different actors.   

 Cultural perspective: refers to the ways local school cultures influence 

teachers’ continuous development. What is crucial in this perspective is the 

extent to which the school context is shaped during different phases of the 

continuum to form a supportive culture for continued development. In 

particular, “during ITE, the local culture is influenced by education providers 

and training schools and how far these organisations see themselves as 

partners in the education of new teachers and whether they invest in the 
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training of mentors for student teachers.” (European Commission, 2015a: 18). 

Whereas, after ITE, integration and stimulation of learning and working as 

teachers through “professional learning communities, team teaching and action 

research projects” further influences the formation of supportive school culture 

(Ibid.).  
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Annex 4: Preparing teachers for diversity through ITE. 

Summary of literature review 

1. Structural characteristics of education systems and 

other contextual factors 

The way student teachers are prepared for diversity in school classrooms is influenced 

by their own perceptions and experiences, as much as by contextual factors and 

overall structural specific features of national education systems. In this section, we 

look at the role of political and local contexts, as well as at the conditions of national 

education systems through ITE programmes, curricula and recruitment challenges on 

the provision of effective diversity preparation. 

1.1. Political and contextual factors 

European countries’ socio-political understanding of the role of education in 

the integration of students with a migrant and/or minority background 

influences ITE policies on diversity. Variations appear from countries where 

education is recognised as an instrument to support the integration of migrants and/or 

minorities, and countries where schools are expected to reflect society’s diversity 

(Severiens et al., 2014). The different histories and roots of population diversity in EU 

countries help to explain these variations.  

Classroom diversity is differently addressed in education and integration 

policies across Europe. In the UK, as well as in Canada and the US, a positive 

conception of multiculturalism prevails, while in other European countries where 

diversity is linked to post-war immigration such as France, Germany or the 

Netherlands, the overall discourses on national identity have not been questioned in 

the context of diversity (Burns & Shadoina-Gersing, eds., 2010). In France, the 

republican model aims to ensure that the education system treats all students equally 

and secularly, but tends to de facto exclude and deny the experiences and 

contributions of diverse students in the school and ITE curricula (Auger, 2007; 

Legendre, 2004; Varro, 1999). Centralisation and standardisation tendencies have 

reduced French schools’ roles in curriculum design, as well as the attention to 

processes of identity building (Belkaïd, 2002). The overarching principle of equality 

can be considered as an obstacle to the emergence of any discussions on 

‘interculturalism’ and on the reality of the plurality of identities among the student 

population (Esterle-Hedibel, 2006; Matthey & Simon, 2009).  

The treatment of some EU Member States’ history in school curricula can also create 

tensions such as in the context of debates on the negative impact and crimes of 

colonialism (Esterle-Hedibel, 2006), or on the role of some European authorities in the 

Holocaust. In European countries with a long history of emigration but either a 

relatively short and recent history of immigration (such as Spain, Italy or Greece), or 

faced by significant demographic changes (such as Central and Eastern European 

countries), the political responses to the growth of cultural diversity and its impact on 
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education pose major challenges. Demographic shifts and the growing mobility 

of migrants, asylum seekers and refugees have highlighted the lack of 

strategies designed to address issues related to migration as well as the lack 

of policies in place aimed at dealing with ethnic diversity in schools.  

1.2. Structures of education systems and overall governance of ITE 

ITE is a crucial first step towards ensuring an efficient, equitable and high quality 

teaching profession, and that meaningful learning for all takes place in the classroom 

(European Commission, 2015a). The provision of high quality ITE is a major 

factor to ensure the recruitment of suitable candidates and future student 

teachers with relevant competences adapted to the growing diversity of 

classrooms in Europe (Council of the European Union, 2014). Several studies and 

reports have identified key principles for ensuring high quality ITE programmes (Burns 

& Shadoina-Gersing, eds., 2010; Caena, 2014a; European Agency for Development in 

Special Needs Education, 2010; European Commission, 2015a; Schleicher, ed., 2012). 

These include: 

 Clear and concise curricula, coupled with practical field training: carefully 

planned coursework providing knowledge in the subject-matter and field work 

(on how to use it in practice); 

 Preparing professionals in specific school settings: an appropriate balance 

between coursework and field work adapted to the needs of a diverse student 

population; 

 Promoting a collaborative professional community: ensuring that teacher 

education at all stages of the continuum allows for collaboration between student 

teachers, practising teachers and teacher educators; 

 Ensuring continuing structures of teacher education: allowing new paths 

into the teaching career from ITE, induction and CPD, by ensuring the 

interconnection of the different stages of the teaching profession; 

 Quality assurance mechanisms: external evaluation processes to ensure that 

ITE programmes are delivered according to stated objectives;  

 Clear structures and roles for monitoring the ITE system with a shared 

framework to ensure the quality of curricula. 

Teaching a diverse student population requires adapted ITE programmes and 

curricula, integrating theory and practice in a comprehensive approach.  

Curricula have a key influence on the first stage of the teacher education continuum 

(Milner & Tenore, 2010). They should reflect the complexity of the contextual factors, 

institutional support and barriers that future teachers will have to cope with. 

Recognising and understanding diversity, including the natural diversity of individual 

needs, should be a part of high-quality ITE.  

Recruitment and retention of quality teachers is another key structural 

condition associated with education systems across Europe. Several European 

countries are facing critical teacher shortages, which undermine efforts in providing 

quality programmes and in attracting and retaining high-quality candidates (Basit et 

al., 2006; European Commission/EACEA/Eurydice, 2015; European Commission, 
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2016a). Teacher shortages can be partly explained by high levels of student teacher 

drop-out at the ITE and in-service stages, as well as by the lack of attractiveness of 

the teacher profession in certain countries. However, evidence indicates that the 

overall negative correlation between socioeconomic status and academic performance 

can be mitigated by the level and quality of human resources invested in schools 

(OECD, 2013b). 

Improving the attractiveness of the teaching profession is a key challenge in 

order to recruit and retain high-quality candidates. Measures tackling the 

attractiveness of the teaching profession can help to improve the profession’s status 

and competitive position in the job market (Schleicher, ed., 2012). They can be 

successful tools in order to attract candidates from groups that might not have 

considered teaching, and can help better reflect the diversity of the student 

population. Drop-out from ITE can also be prevented by developing CPD for classroom 

management in order to improve the link between theoretical and practical courses, 

by better counselling trainees in choosing the most appropriate route into teaching, or 

by enhancing recruitment strategies (Basit et al., 2006).  

The overall level of preparedness of schools to embrace diversity is another 

key condition for the effective implementation of good practices in terms of 

diversity preparation and management. The existence of a collaborative learning 

culture, and a culturally sensitive environment at the level of ITE institutions and 

schools, can benefit the quality of teachers’ professional development, increasing the 

level of preparedness of schools to integrate innovative pedagogical practices 

(European Commission, 2015a). Supporting a collaborative learning culture in ITE and 

school education can also be beneficial in relation to effective training for diversity in 

allowing schools and ITE institutions to engage in networks, professional learning 

communities and partnerships (Ibid.). The availability of mentoring programmes or 

support structures in schools, with more-experienced teachers supporting less-

experienced ones, can influence quality and innovative classroom practices (OECD, 

2014).  

Schools’ preparedness to integrate effective practices related to the 

management of diversity is also influenced by the level of centralisation of 

education systems. Decentralised systems give schools a reasonable level of 

autonomy in order to better adapt to the local needs of their pupils and the 

communities in which they are based. They tend to enjoy more freedom to introduce 

support practices, select appropriate learning material and adjust the curricula if 

relevant according to local situations and the demand (European Commission, 2013b). 

Decentralised systems can also allow the organisation of certain aspects of the 

governance of schools, such as the processes of hiring and dismissing teachers (Ibid.). 

The ‘restructuration’ of higher education, including ITE, in Europe, through 

decentralisation and marketisation, has also had a significant impact on teacher 

education policy, teachers’ theoretical professional knowledge as well as on the 

autonomy and level of professionalism of the teacher profession (Lindblad & Goodson, 

2011; Lindström & Beach, 2015). 
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2. Characteristics of effective ITE for diversity  

This section reviews enablers for an effective preparation of student teachers for 

diversity. Research reveals a wide range of ways through which competences can be 

developed or assumptions challenged. A consistent remark noted that multicultural 

education should not be an optional ‘add-on’, but that it should be integrated 

throughout ITE (Grossman et al., 2009) and school curricula to effective transform the 

approach towards diversity (Agirdag et al., 2016). Much of the literature discusses 

different ways through which intercultural awareness and competences could be 

developed. These included policy measures aimed at promoting and preparing student 

teachers for diversity at the curriculum level, and ITE teaching practices building 

competences needed for teachers to better deal with and teach about diversity. 

Providing intercultural practical experiences, field trips, better preparing teacher 

educators, and providing initiatives aimed at better reflecting the diversity of the 

student population in the teaching workforce are other ways through which student 

teachers could better encounter diversity-related challenges. 

2.1. The promotion of diversity in ITE through curricula  

2.1.1. Diversity of implementation options at the curriculum level 

ITE curricula can prepare student teachers for diversity in a number of ways. 

These include dedicated programmes, modules and courses. Research has identified 

key elements that courses on diversity and multicultural education should focus on 

(Banks, 2009; De Neve & Devos, 2016; Luciak, 2010; Severiens et al., 2014; Wolff et 

al., 2010; Ziegler, 2013). These include: 

 Integration of diversity content into the curriculum;  

 Language development for all student teachers, particularly in multilingual 

school environments; 

 Prejudice reduction and psycho-social training that covers key social 

interaction and identity-related issues such as stereotyping, teacher expectations 

and ethnic identity, to tackle  students’ negative attitudes towards diversity 

through teaching;  

 Adapted pedagogical principles and knowledge construction to view 

concepts, events and issues from different cultural perspectives and frames of 

reference, teaching strategies recognising diverse ways of learning and knowing; 

use of relevant resources; 

 Fostering equality and empowerment by changing the school culture and 

restructuring the learning environment; strengthening the relationship 

between schools and local communities (e.g. supporting learning professional 

communities, increasing parental involvement).  

2.1.2. Targeted courses on diversity 

Research shows a predominance of ITE initiatives that focus on integrating 

diversity through the content of curricula, notably via dedicated courses 

(Wolff et al., 2010). Dedicated courses tend to focus on developing particular 
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competences for student teachers, and tackle their attitudes and preparedness to 

teach diverse classrooms.  

Developing future teachers’ intercultural competences through dedicated 

courses requires the adaptation of the curriculum. ITE courses should be based 

on culturally relevant pedagogies. This can help to elaborate core values based on 

inclusion, communication about and participation in different cultures (Severiens et 

al., 2014). Courses that focus on social justice, diversity or multicultural education can 

help to improve student teachers’ multicultural awareness and develop their cultural 

competences (Durant-Jones, 2009; Kitano et al., 1996; McDonald, 2003). 

Intercultural competences can be promoted by reshaping the curriculum to 

include multiple cultural voices that make room for students’ experiences 

(Williams, 2014). To develop knowledge and skills in teaching diverse students, 

student teachers must understand their own beliefs, assumptions and behaviours. This 

involves interrogating educational materials in a critical way to ensure that student 

teachers acquire appropriate pedagogical tools (Caruthers & Smith, 2006).  

Courses on diversity should also aim to develop a critical consciousness 

among student teachers. (Williams, 2014). Gazeley and Dunne (2013) argue that 

more needs to be done to improve student teachers’ understanding of diversity, 

racism and exclusion, and to find ways to effectively engage teachers in changing the 

systemic and institutional structures that perpetuate racism. To develop more effective 

curricula and courses, Macura-Milovanović and Pecek (2013) suggest that teacher 

education programmes in Serbia and Slovenia need to place more emphasis on the 

institutional and systemic issues relating to the underachievement of Roma children in 

learning.  

2.1.3. Horizontal initiatives at the curriculum level  

Alternative approaches can provide innovative and effective ways to embed 

diversity-related issues into the curriculum, through existing courses, such as 

in history, citizenship education (Esterle-Hedibel, 2006) and literature, or 

through methodological and pedagogical courses. These initiatives aim to 

introduce all student teachers to concepts such as mutual understanding, comparative 

education, and differentiated instruction. Courses that embrace diversity can allow 

student teachers to interpret policy objectives and curriculum content requirements, 

and expand their ‘pedagogic repertoire’ (Pinho 2015: 160). Mutual understanding is a 

way in which teachers can become more familiar with plurilingualism and 

interculturality, while intercultural education can help future teachers of all subjects 

“to function as skilful, fair and empathetic actors in culturally diverse classrooms” 

(Larsen-Ostermark, 2009: 417).  

Since the 1980s, France’s ITE programmes have increasingly aimed at a better 

knowledge of migrant children's cultures (Meunier, 2013). While specific teacher 

education initiatives on diversity and the fight against discrimination remain elective 

for student teachers (Esterle-Hedibel, 2006), intercultural approaches are based on 

pedagogies of diversity (Changkakoti & Broyon, 2013). Troncin (2011) recommends 

that cultural diversity be taught continuously from the beginning of ITE to the Master’s 

degree, and that the focus on pupils’ differences be integrated into all courses rather 
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than constituting a separate subject. Liu (2010) underlines the importance of creating 

continuity between multicultural education and other courses in the programme, in 

order to better prepare all student teachers for diversity. In Canada, the ITE 

programme of the University of Stanton integrates diversity education in specific 

courses, as well as in subject courses such as Math and Social Studies (Gambhir, 

2015). 

Embedding diversity and multicultural education throughout the curriculum 

can support teachers’ competences as well as help them to reflect on their 

attitudes towards diversity. Including comparative education in ITE would enhance 

all teachers’ performances, both in monocultural and multicultural classrooms (Planel 

2008). In Italy, Santerini (2002) identified several ways to promote interculturality 

throughout ITE programmes. These include focusing on socio-anthropological 

knowledge on migration, and promoting the idea of self-reflection and decentring from 

one’s own experience. Citizenship education can be a vector to teach intercultural 

education in order to help all student teachers to better address issues of citizenship, 

integration and cultural models, assess the dynamism of these concepts according to 

changing contexts, and focus on social cohesion in educational projects (Santerini, 

2002).  

Research underlines the tendency for student teachers to come from a mostly 

monocultural majority background, and their general limited prior experience 

with diversity (e.g. Harris & Clarke, 2011). Embedding issues relating to race, 

culture and ethnicity into all components of ITE is one way in which to better prepare 

student teachers to deal with and embrace ethno-cultural diversity-related issues 

(Lander, 2011). Doing it from the beginning of ITE can lead to greater “reflection on 

the issues in school and promote professional dialogue [between] […] mentor and 

student teacher” (Lander 2011: 363). Pearce (2012) also argues that teachers can use 

the curriculum to provide a space within which “aspects of hegemonic white culture 

are examined alongside, not pre-eminent among, other cultures”, making it “possible 

for both culture and power to be opened up as topics for discussion in contexts which 

are meaningful for children” (Pearce 2012: 459).  

2.1.4. Preparing student teachers for linguistic diversity 

Debates in education policies at the European level have shed light on the 

importance of bringing the ‘language dimension’ in education and ITE. 

According to the Council of Europe, ITE should include provisions on the importance of 

language awareness in all subject areas, or in the form of interdisciplinary training 

schemes (Council of Europe, 2015). According to this new understanding of the 

concept, notably influenced research on translanguaging pedagogy (Arpacik, 2015; 

Creese & Blackledge, 2015; Garcia & Wei, 2014; Hornberger & Link, 2012; Lewis et 

al., 2012; Stevens, 2015), language is a resource to produce meaning, and 

consequently the issue of all teaching. It is central to schools’ mission and culture. In 

ITE, this implies that providers shall ensure that multilingual courses and courses on 

the language dimension in teaching be provided to all student teachers (Ntelioglou et 

al., 2014; Council of Europe, 2015).  

Research underlines the need to develop schemes that support students' 

multilingual awareness and competences in ITE in contexts of 
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multilingualism (European Commission, 2015b; Ziegler, 2013). Evidence shows that 

the availability and level of support for pupils with a migrant and/or minority 

background, notably in articulating the language of schooling with mother tongue 

education, can improve their educational attainment (Auger, 2007; European 

Commission, 2015b; Rezzoug et al., 2007). Larszen-Ostermark (2009) claims that 

intercultural courses should be an integral part of language teacher education 

curricula. Learning a new language can help student teachers develop stronger 

sensitivity and self-reflection, and to be aware that pupils start from very different 

circumstances in terms of language (vocabulary, grammar, styles and levels) (Röttger, 

2011). ITE can initiate a reflexion about what it means to speak a language in terms 

of culture and ways of living (Clerc & Rispail, 2009). ITE programmes should enable 

student teachers to think about their own identity, the languages they know and under 

which circumstances they learned them (Ibid.). Adhering to an ‘integrated approach’ 

in language education, most ITE providers in German-speaking countries have 

included mandatory introductory courses in German as a second language (e.g. EDK, 

2013).  

However, the “application of monolingual norms to multilingual contexts is 

still predominant” in the EU (Jessner, 2008: 27). In the context of foreign language 

teaching in Finland, Larzen-Ostermark (2009) found that language teachers identified 

several reasons why their teaching practice was lacking an intercultural dimension, 

such as: “lack of personal insights into cultural matters, lack of appropriate teaching 

materials and a consistent culture-teaching methodology, lack of time, lack of financial 

resources providing better opportunities for in-service training, as well as pressure to 

conform to the traditional approach to [foreign language] teaching, which focuses on 

producing measurable results in terms of linguistic competence” (Larzen-Ostermark 

2009: 403). Teachers “own representations of themselves as speakers and language 

learners” influences their own “awareness of student’s language repertoires and how 

they capitalise on them” as well as their “willingness to enter into contact with 

‘otherness” and to develop a style of language teaching that is more aware of 

linguistic and cultural diversity” (Pinho, 2015: 149).  

2.2. ITE instructional practices building competences for diversity 

Various instructional practices in ITE can ‘infuse’ diversity in the curriculum through 

stand-alone courses, as well as through specific assignments, reflective activities, 

readings, or of a combination of both (Alvarez McHatton et al., 2009). 

2.2.1. Reflective practices preparing student teachers for diversity 

Dedicated course methods aimed to allow student teachers to share their 

own life experiences were found to effectively contribute to their preparation 

for diversity. The use of systematic reflection can develop (student) teachers’ 

awareness of their own insights into teaching. An interaction between personal 

reflection and theoretical notions can help to enhance professional growth (Korthagen 

& Kessels, 1999; Korthagen & Vasalos, 2005; Korthagen, 2010). Reflective practices 

can help student teachers to project themselves as individuals who have learned at 

the contact of diversity (of cultures, populations, trajectories, etc.) (Belkaïd, 2002). 

ITE can contribute to student teachers’ process of personal and professional identity-
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building in a transforming process. In assimilating this ‘mutation’ to the migration 

process, Belkaïd (2002) shows the potential key role of ITE practices based on 

questioning student teachers’ life experiences as pupils in order to build a common 

culture by promoting individuals’ inherently diverse cultural identities.  

Intercultural education can be understood as an approach working on 

identity rather than on culture. Esterle-Hedibel (2006) highlights the importance to 

question their own cultural references, perceived understanding of diversity as well as 

the relativity of their values and behaviours in order to develop a better understanding 

of their students. Along the same lines, Boraita and Crahay (2014) suggest a three-

step method based on self-reflection. The first step would be to allow future teachers 

to become aware of their own beliefs. They would then be confronted with elements 

allowing questioning those beliefs, before finally being able to integrate new 

knowledge. Guillén Díaz (2007) has developed a decentring training approach which 

uses self-analysis to make the student teachers aware of their own cultures and 

perceptions and of the impact they might have on others. Cooperative and ‘Problem 

Based Learning’ have also proved to be effective methods to change future teachers' 

attitudes and representations become more sensitive to diversity and multilingualism 

(Young & Mary, 2009).  

Reflective ITE writing assignments have also been assessed as useful 

methods to illustrate examples of culturally responsible teachings. In Sweden, 

Rabo (2007) reported on the use of ‘log-books’ for student teachers to take notes on 

their observations in classes and theoretical questions following a month-long course 

on ‘intercultural pedagogy. Student teachers were encouraged to be ‘reflective and 

reflexive’ in their learning process and reflect about their personal experiences and 

own ways of thinking about them (Rabo, 2007: 45).  

2.2.2. Innovative methods and tools  

Research highlights number of innovative methods and tools in ITE aimed at 

supporting student teachers with their diversity learning and practice. The use 

of video in specific ITE courses has been considered as effectively helping student 

teachers to reflect on their experiences, and to be better prepared to deal with 

diversity once in situation of teaching. Boling (2003) underlines that the use of video 

can help teacher candidates to elaborate new understandings of inclusion, and to 

make sense of various instructional approaches and teaching strategies. Multimedia 

can be an opportunity for student teachers and teacher educators to raise questions 

and promote a collective dialogue in order to discuss classroom practices and teaching 

in the context of diversity by allowing an alternative and neutral perspective (Patel, 

2013).  

Online journals have also been identified as effective innovative practices in 

order to reflect on student teachers’ diverse practical experiences. Interactive 

reflective journals can be relevant in raising the cultural sensitivity and awareness of 

student teachers (Moss, 2010), particularly if accompanied by an adapted multicultural 

course (Brown, 1998). Journal writing in the context of a multicultural course in ITE 

can be a good method allowing reflection and communication between student 

teachers and teacher educators (Tsai, 2001). It can also create the opportunity for 

educators to reflect on and deconstruct their own perceptions of otherness, which is a 
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necessary condition for students to work on and change their own mental models 

(Caruthers & Smith, 2006). Cain Fehr (2010) finds that working on fictional online 

stories helped participant student teachers to relate to their own experiences of 

teaching and personal lives, and to enhance their critical awareness of multicultural 

diversity, social inequalities, and understanding of culturally responsive teaching. 

2.3. The importance of diverse practical experiences 

Courses in multicultural education are often considered as not having enough 

impact if not properly coupled with effective field experiential learning 

(Almarza, 2005; Ibrahim, 2004; Lenski et al., 2005). The importance of access to 

intercultural practical experiences appears to be an essential part of the process of 

developing multicultural competences. Multicultural practical experiences can 

help student teachers to change their attitudes about and perception of 

diversity. It may allow them to connect multicultural education with real life 

experiences, increase their cultural sensitivity and knowledge on issues of ethnicity, 

power, and inequality in education (Hagemann, 2009; Scott, 2012). In a study on 

preservice teachers engaged in a yearlong professional development programme in 

their induction year, Lenski et al. (2005) have highlighted the key added value of 

practical training in a diverse urban environment in building preservice teachers’ 

awareness of the teacher’s role in differentiating the curriculum, know-how to build 

positive relationships with ethnically diverse students and families.  

Evidence indicates the importance to combine multicultural placements with 

coursework on multicultural education to improve student teachers’ 

multicultural sensitivity and to broaden their perceptions of diversity (Hollins 

& Guzman, 2005; Tinkler & Tinkler, 2013). Even though field placements in a 

multicultural setting can have a positive impact, they cannot be considered as a 

sufficient condition without relevant coursework on intercultural and multicultural 

education. Studies on the effectiveness of diverse community-based field experience 

suggest that the benefits of such programmes include student teachers’ better 

understanding of diverse populations and ‘learning how to communicate and build 

relationships with those from cultures different from their own’, especially for students 

from rural backgrounds (Hollins and Guzman, 2005: 495). The exposure to different 

cultural backgrounds in ITE can have a significant influence on teachers’ intercultural 

competence (Dagkas, 2007). In France, Boraita & Crahay (2014) emphasise the 

importance of field experiences as part of the learning process. However, practical 

training rarely focuses on diversity, and theoretical courses relating to diversity are 

often described as ad-hoc and elective within ITE curricula.  

The transition between theoretical courses and recent graduate teachers’ 

first experiences in the classroom can constitute a ‘practice shock’, which 

highlights student teachers’ perceived ill-preparation (Korthagen, 2010; Wolff 

et al., 2010). Research underlines the importance to properly link theory and practice 

by alternating practical teaching experiences with theoretical courses, as well as 

ensuring support from educators and a close cooperation between schools and ITE 

providers (Korthagen, 2010). Intertwining theory and practice in an adequate 

combination between courses, practicum and competence-based activities constitute 

indispensable elements of an effective preparation of student teachers for diversity in 
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ITE. Effectively preparing student teachers to work in multicultural education contexts 

implies to provide them with courses directly related to cultural diversity, field 

experiences as well as integrating activities aiming to improve their multicultural 

competences into the other pedagogical focussed courses that they undertake (Arsal, 

2015).  

Classroom practice is more effective when student teachers are properly 

prepared beforehand, as well as if their work is guided by tutors and mentors 

(European Agency for Development in Special Needs Education, 2010). In a study on 

the effectiveness of an immersion practical course linking multicultural education 

theories with practice in the USA, Almarza claims that “placing pre-service teachers in 

a diverse setting alone does not guarantee any improvement in either pre-service 

teachers’ ability to connect multicultural theories with practice or their effectiveness in 

dealing with diversity and multicultural issues” (Almarza, 2005: 528). The author 

recommends that opportunities for culturally and linguistically diverse practical 

experience should be available in ITE, while reflective inquiry practice should be put in 

place in dedicated courses to enable student teachers “to test out their assumptions” 

before graduating from the programme, and that “extended and sustained immersion-

based experiences” should also be provided for student teachers (Almarza, 2005: 

536). In the context of internships in schools characterised by a high level of migrant 

and/or minority-related diversity, evidence points out to the importance of personal 

contacts between student teachers and educators (Wolff et al., 2010). The quality of 

supervision and learning environment can ensure the quality of the placement and to 

reduce the risk of ‘practice shock’ (Ibid). Mentor-supported service learning model 

(combining field experience with structured preparation and student reflection) can 

help integrating teachers’ community experiences with their academic learning to 

promote social justice (Duckworth & Maxwell, 2015). 

There is a debate on the impact of international exchanges for student 

teachers’ specific competences and professional growth. On the one hand, 

research has shown the ‘transformative’ potential of intercultural and international 

field experiences for student teachers. Scoffham and Barnes (2009) underlined the 

transformative impact of a learning trip to India for British student teachers. Student 

teachers were encouraged to regularly reflect on and discuss their experiences, on 

which the student teachers could capitalise and robustly inform their intercultural 

competences. Mobility can have a positive impact in helping (student) teachers’ 

plurilingual and intercultural learning, to become more aware of their own and their 

hosts’ cultures, to reflect on stereotypes, and develop language skills1. On the other 

hand, experimental evidence seems to show that international exchanges do not have 

any particular impact for student teachers’ intercultural sensitivity or competences to 

teach in a multicultural classroom environment (Leutwyler & Meierhans, 2016).  

                                                       
1 See: Plurilingual and intercultural learning through mobility (PLURI-MOBIL), a project of the Council of 

Europe‘s European Centre for Modern Languages (ECML). Available at: http://plurimobil.ecml.at/. Accessed 

10.10.2016. 

http://plurimobil.ecml.at/
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2.4. Reflecting diversity among the student teacher and teacher 

populations 

The underrepresentation of the diversity of the student population in the 

teaching profession is a crucial challenge to policy makers and ITE 

institutions across Europe (Schleicher, ed., 2012). European countries face high 

levels of drop-out rates in ITE and shortages of qualified teachers (Wolff et al., 2010). 

In the context of growing migration trends, a number of EU Member States have 

demonstrated an increased interest in the diversity of their teacher workforce 

(European Commission, 2016a). Research has illustrated the relatively positive impact 

of a more diverse teaching force on the educational achievements and non-cognitive 

outcomes of students with a migrant and/or minority background (Carrington & 

Skelton, 2003; Driessen, 2014). However, some studies also suggest that this link is 

not always evident (European Commission, 2016a). 

Research shows that profiles of teachers with a migrant background are often similar 

to other teachers. However, teachers with a migrant and/or minority background 

seem to have a heightened sensitivity to cultural issues and pay more attention to the 

effects of the socio-political environment (Changkakoti & Broyon, 2013). Based on the 

similarity of their life experiences, they show a particular empathy for migrant 

students and their parents and consider themselves role models and agents of social 

change for all students. They see integration as a responsibility shared by both 

migrants and the host society, whereas the majority of teachers consider that the 

integration effort relies mainly on migrants (Changkakoti & Broyon, 2013). Whether 

they teach in primary or secondary schools, teachers with a migrant background show 

more tolerant views toward cultural diversity at school but assign more importance to 

the universal principles of public education (Legendre, 2004).  

Recruiting students with a migrant/minority background in diverse school 

environments can have an important role in increasing teachers’ relevance 

and competence to face the challenges of such classrooms (Schleicher, ed., 

2012). Teachers with a migrant/minority background have the potential to temper a 

tendency of mainstream teachers to lower expectations of migrant and ethnic minority 

children which therefore negatively impact learners’ academic achievements 

(Schofield, 2006). Recruiting teachers from a similar ethno-cultural background as the 

school population can bring tangible benefits in providing ‘mentors, advocates and 

inspirational figures’ to pupils with a migrant and/or minority background and 

contributing to break down racial stereotypes and reduce the risk of discrimination 

(Carpenter-Lagattuta, 2001; Carrington & Skelton, 2003; Villegas et al., 2012). 

Diversity in the teaching population can also allow diverse pupils to benefit from ‘their 

multilingual expertise, understanding of racism and ability to communicate this 

understanding to colleagues from the majority group’ (Basit & McNamara, 2004: 98). 

Ethnic minority teacher can also provide a point of contact for ethnic minority parents 

who may feel reluctant to come into school or interact with teachers (Basit & 

McNamara, 2004). 

However, research found that students with a minority and/or migrant 

background tend to drop out from ITE at a higher rate than ‘majority’ 

students. Barriers to accessing and completing ITE can include comparatively lower 



 

26 

 

learning achievements, language barriers, lack of financial resources, lack of 

confidence and awareness of the opportunities offered by the teaching profession, 

structural barriers and discriminatory experiences; lack of cultural and social support; 

and a perceived mono-cultural approach to ITE (European Commission, 2016a). 

Research shows that minority student teachers consistently report to be treated less 

favourably than their peers from the majority group, and suffer from stereotypical 

views regarding their culture and language (Basit et al., 2006; Bhopal & Rhamie, 

2014; Garewal, 1999; Hoodless, 2004; Lander, 2011).  

Garewal (1999) suggests a range of approaches to counter the negative experiences 

that diverse student teachers can encounter, such as better cultural sensitivity and 

racial discrimination training provided for mentors and course co-ordinators, open 

discussion between tutors, students and teachers in order to help reduce racial 

discrimination, stereotyping and foster better teaching practice experiences. At the 

level of the ITE providers, cultural and racial issues should be permeated through all 

aspects of ITE courses to help reduce discrimination and stereotyping.  

Aiming to tackle some of these barriers, policy measures to increase the 

diversity of the student teacher population by attracting and supporting 

student teachers in ITE have been successfully implemented across the EU. 

Aimed to recruit within migrant communities or groups that might otherwise not have 

considered teaching, awareness raising campaigns can make them feel that they are 

going into a career as accomplished and decisively relevant professionals (e.g. AT, BE, 

DK) (Wolff et al., 2010; Schleicher, ed., 2012). Other effective initiatives include: 

targeted financial support in the form of scholarship programmes for ITE students with 

a migration, minority and/or socioeconomically disadvantaged background (such as in 

France, Germany or FYROM), specific ITE programmes for national minorities (e.g. CY, 

EE, EL, HU), mentorship programmes provided by practising teachers with a migrant 

and/or minority background (e.g. DE); or language and other forms of academic 

support for ITE students (e.g. AT, DK, FI, UK) (European Commission, 2015b).  

Wilkins (2014) argues that considering that the British ITE quality assurance 

(inspection) mechanism refers to how well ITE providers’ are recruiting BME student 

teachers, it is worrying that there is no “direct references to outcomes in terms of BME 

attainment” (Wilkins 2014: 457). In the US, Oling Ottoo (2005) found that dialogical 

professor-student interaction and encouraging the expression of student voices are 

effective methods to improve the retention of diverse student teachers. Quezada and 

Louque (2002) identified additional tools, including attractive financial mechanisms, 

career opportunities and incentives, allowing teachers to teach without fully 

completing advanced degrees, targeted recruitment campaigns, mentoring 

programmes, or financial partnerships with diverse school districts.  

2.5. The importance of teacher educators’ preparedness to teaching 

about diversity 

The level of preparedness of teacher educators to teaching about diversity is 

often described as insufficient, although research shows their important role 

in educating student teachers about diversity (Alvarez McHatton, 2009; Cooksey, 

2002; McDonald, 2003). Among their multiple professional roles (as teachers of 

teachers, researchers, coaches, gatekeepers and brokers), teacher educators are also 
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crucially involved in the development of the ITE curriculum (European Commission, 

2013c; Lunenberg et al., 2014). Research underlines the role of teacher educators to 

develop effective and innovative courses and teaching practices to better prepare 

student teachers to diversity in the classroom, and to be informed about the latest 

developments in related thematic fields. 

In Germany, Rotter and Jeschak (2011) argue that teacher educators tend to follow a 

deficit-approach in education about multilingual students. Teachers are often not able 

to recognise reading deficiencies of their pupils, which underlines the need for ITE 

courses in didactical-methodological competences for individualised and differentiated 

instruction (Rotter & Jeschak, 2011). Bianchini and Lynnette (2007) suggest that 

teacher educators and induction professionals should provide beginning teachers with 

targeted site-specific tools in order to help newly novices with dealing with the 

specific characteristics of their students, and the school and community culture. Such 

tools could consist of knowledge of the range of student information available (e.g. 

language proficiency, special needs, years attending the school or district, etc.) and 

how to obtain these data. It should also include knowledge of appropriate curricular 

resources for students with different language abilities and academic needs, and 

knowledge of the resources and opportunities available to communicate and interact 

with pupils’ families (Bianchini & Lynnette, 2007). Teacher educators can also develop 

strategies to complement the curriculum in integrating appropriate readings for 

student teacher, in creating critical reflection discussion settings or in proposing 

practical placements in diverse classroom environments (Faez, 2007).  

Educators should have a deep understanding of the process of transformation 

of student teachers’ perception and understanding of multicultural teaching 

(Rogers, 2012). They should be prepared to promote multiple identities and ensure its 

continuum, encourage self-reflection processes among student teachers, establish a 

comfortable classroom environment and encourage discussion and a sense of 

community (Ibid.). US research underlines that teacher educators report the lack of 

preparedness and assigned time for promoting effective instructional approaches and 

dedicated courses, the lack of necessary skills and tools to address diversity (including 

in terms of gender and sexual orientation) as required by teacher standards and the 

curriculum (Alvarez McHatton et al., 2009; Cooksey, 2002). Allowing individual ITE 

programmes to develop their own standards on social justice and diversity rather than 

using a prescribed set of standards has been considered more efficient regarding 

student teachers’ level of preparedness (McDonald, 2003). This can be ensured by 

allowing enough time for teacher educators to collaborate such as through inquiry 

groups (Ibid.). McShay (2009) underlines that teacher educators should continually 

pay attention to the ‘hidden curricula’ in order to ensure that educational equity in 

embedded within the structure of the programme.  

Preparing teacher educators can also involve volunteering and diverity-

focused practical activities, as well as multi-stakeholder cooperation 

initiatives. Assaf et al. (2010) suggest that volunteering in diverse communities 

could be an effective field experience in order to gain resources for understanding 

students and the contextual factors that have an influence in learning in diverse 

school settings. The appointment by each ITE institutions of a teacher educator 

responsible for the monitoring and/or implementation of diversity related reforms of 
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the curriculum is another relevant suggestion for enhancing the preparedness of 

teacher educators to train student teachers to diversity education. This would require 

leadership role of the institution or of the authorities to play a crucial role in its 

implementation. Networks of such ‘diversity coordinators’ could be built through 

regular exchange, and sustained by an organisation under the authority of the 

Ministry of Education (e.g. the Federal Centre for Interculturality, Migration and 

Multilingualism in Austria – Bundeszentrum für Interkulturalität, Migration und 

Mehrsprachigkeit, BIMM2) that would work as an agency for development of material 

and training courses, knowledge broker and facilitator (e.g. the Austrian Center for 

Language Competences, ÖSZ3). To foster the back-up through different stakeholders 

and civil society, a network can constitute a good platform to exchange new content 

and relevant practices4.  

Summary 

Important limitations remain in the literature, in terms of availability of the evidence, 

geographical relevance in the European context, and level of comparativeness and 

transferability of identified policies and initatives. Nevertheless, recent research has 

identified and analysed enablers for effective preparation of student teachers for 

diversity, providing us with a number of relevant examples of good practices. These 

policies, measures and initiatives at the national, regional or local level and engaged 

by ITE providers themselves constitute promising lines for future research.  

The evidence reviewed includes policies aimed at preparing student teachers to deal 

with diversity in infusing existing programmes and curricula or particular subject 

matter courses such as history or citizenship education, or by creating dedicated 

programmes, curricula and courses. It discusses policies focused on student teachers’ 

practical training for diversity through internships in diverse schools coupled with 

proper supervision, or placements in multicultural urban settings. Measures aimed at 

better reflecting the increasing diversity of the student population via targeted 

recruitment, policies to support potential future teachers with a diverse background to 

access and remain in ITE institutions, or ITE specific programmes. Evidence also 

underlines the key role of teacher educators in training student teachers for diversity, 

which shows the importance of the level of preparedness and of available training 

aimed at educators and mentors. 

 

                                                       
2 See: http://bimm.at/. Accessed 13.10.2016. 
3 See: http://www.oesz.at. Accessed 13.10.2016. 
4 The Austrian Language Committee (ÖSKO) has been initiated and is sustained by the Ministry of 

Education. Its members come from all societal fields such as parents’ organisations, the adult education 

sector, the labour market, the churches and the military. See: 

http://www.oesz.at/oesko_domain/main.php?page=041. Accessed 13.10.2016. 

http://bimm.at/
http://www.oesz.at/
http://www.oesz.at/oesko_domain/main.php?page=041
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Annex 5: Summary of methodological approach 

To address the scope and objectives of the study, the research work was divided into 

six main phases, which are set out in the Figure below. 
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The key tasks undertaken during each phase are summarised below.  

Phase 1: Inception 

The kick-off meeting took place at DG EAC on 13 January 2016. During the Inception 

phase the research team finalised methodology, analytical framework, revised 

research questions and developed draft research tools. The inception report also 

included elaborated plan of work organisation, responsibilities of the research team 

and quality assurance during the study and was submitted on 25 January 2016.  

Phase 2: Literature review 

The literature review consisted of two parts. To grasp the variety of evidence and 

ensure robust results, the research team followed a number of principles of systematic 

literature reviews and performed the database search of research articles in English, 

French and German. The aim of this part of the literature review was to identify and 

synthesise the latest research on one of the core research questions posed by the 

study: which competences (student) teachers need to have to be prepared for 

diversity in the classroom, and which elements of initial teacher education help 

develop these competences? This part of the review consisted for the following steps: 

1. Identifying relevant electronic academic databases (English: British Educational 

Index, ERIC, ProQuest search tool of several databases; French: Cairn.info; 

German: Fachportal Paedagogik);  

2. Carrying out searches in databases using several keywords organised around 

three concepts (Initial teacher education; Teacher preparedness for diversity; 

and Diversity);  

3. Exporting search results into Zotero;  

4. Screening the search output based on titles and abstracts using Zotero 

(inclusion criteria: 1996-2016; primary empirical research; direct link with the 

study questions); 

5. Screening full texts of selected publications and extracting relevant information 

falling under the following themes: Teachers’ competences for diversity; 

Teacher educator preparedness; Characteristics of ITE programmes with the 

focus on diversity; Evidence on effectiveness of ITE programmes; Diversity in 

student teacher population; Criticism of ITE;  

6. Analysing and preparing a synthesis of extracted evidence.  

The review aimed to cover the EU-28, EU candidate countries and EFTA countries. 

However, it also became evident that most research on the topic originates from other 

countries, such as the US, Canada and Australia. Thus, the research team has also 

reviewed relevant evidence from these sources and included the most prominent 

examples into the synthesis.  

To complement the results of database search, the core team performed additional 

searches in specialist libraries. Non-indexed publications or grey literature were also 

sourced by the core team on European Commission websites (DG Education and 

Culture; DG Employment, Social Affairs and Inclusion; and DG Justice and 

Consumers), on the Eurydice Database, on the website of the OECD/Directorate for 

Education and Skills, and through Google Scholar. The detailed results of the literature 

review were presented in the 3-month interim report submitted on 31 March 2016 and 

informed the subsequent research tasks.  
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Phase 3: Policy mapping 

Under the supervision of the core research team, national researchers from 36 

European countries (28 EU MS5, EFTA and candidate countries) undertook research to 

gather data and populate the country profiles. Field work at the national level 

consisted of: 

 Overview of the institutional context and presentation of the key governance 

features of ITE in the respective countries/regions; 

 Mapping existing policies and describing the way in which ITE prepares 

teachers for diverse classrooms;  

 Identifying examples of policy initiatives and other relevant actions to support 

preparation of student teacher for diversity. 

The field work mentioned above included desk research (mainly a review of policy 

documents and available literature) and stakeholder interviews, where information 

was not available otherwise. 

The policy mapping was based on strict mapping guidelines, which had been prepared 

by the core team, piloted and discussed with DG EAC. The guidelines did not only 

require the national experts to indicate various policies and instruments implemented 

in their respective countries, but also asked several analytical questions based on the 

research questions. Policy mapping guidelines that had been disseminated to the 

national researchers set out the content and scope of the research. 

The core team ensured the overall methodological leadership and coordination of the 

policy mapping exercise. Before launching the actual field work, PPMI team organised 

initial briefing sessions for the national experts to explain the aims of the study, 

logistics, and research tools to be used, and understand the limitations and barriers 

that experts may encounter while performing the task. 

The key output of the national experts’ work took the form of draft country profiles, 

which the core study team carefully reviewed and transformed into concise country 

fiches. The fiches were further validated by the national researchers. The preliminary 

synthesis of policy mapping data was included into the 6-month interim report 

submitted to EAC on 30 June 2016. The final country fiches are included as an annex 

to the final study report (see Annex 1).  

Phase 4: Case studies 

Out of 151 initiatives identified by the national researchers during the policy mapping, 

15 policies/initiatives/measures for preparing student teachers for increasing diversity 

in the classroom were selected for case study analysis. The selection criteria included: 

diversity of the content, type and providers of the measures, diversity of countries 

and education systems, availability of evidence on effectiveness of these initiatives.  

As in the previous phase, case study analysis was performed by the respective 

national experts, following the thorough guidance and supervision of the core 

research team. When implementing this exercise, national experts were asked to 

carry out the research review in their national languages to contextualise the 

                                                       
5 Including two country fiches for Belgium (for the French and Flemish Communities). 
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analysed initiative. In addition, national experts performed at least three interviews 

with different stakeholders who had been involved in the development or 

implementation of the selected initiatives. Based on the detailed case study 

questionnaires, filled-in by national researchers, the core study team prepared the 

case study summaries, which can be found in the annex to the study final report 

(Annex 2). 

The first results of the case study analysis complemented research findings of the 

policy mapping stage and were presented in the draft Final report submitted to EAC 

on 13 October 2016.  

Phase 5: Comparative policy analysis 

The comparative policy analysis brought together the evidence from all the research 

tasks. It aimed to reveal how the concept of diversity is understood in education policy 

across Europe, and how teacher education for diversity is framed in national policy 

documents. In turn, it focused on how these policy guidelines and priorities are 

translated into actual ITE provision (curricula content, recruitment, quality assurance, 

etc.). This phase also helped to map and analyse the range of initiatives and practices 

implemented across Europe aiming to prepare student teachers to deal with and teach 

about diversity and explore evidence of effectiveness of these measures. 

During the comparative policy analysis, we have employed the Nvivo10 software – a 

qualitative data analysis (QDA) computer software package which is intended to help 

users organise, aggregate and analyse unstructured as well as scattered data. The 

research team coded findings from 37 country profiles produced by the national 

experts during a policy mapping exercise and used aggregated results to draw more 

general conclusions about the ways in which ITE enables future teachers to deal with 

diversity in the classroom and what are the most effective policies to support this 

process as well as encourage teachers to promote a learner centred approach in 

schools.  

The analysis started after the completion of policy mapping phase and was further 

complemented by the synthesis of the case study findings. Based on its results the 

core study team was able to perform prospective analysis and distil main policy 

lesson and recommendations on improvement of ITE systems to better prepare 

student teachers for diversity.  

Phase 6: Prospective analysis 

This stage of the study involved consolidating the evidence base to develop key 

findings and recommendations. Preliminary conclusions and recommendations were 

drafted by the core research team based on the results of all the research tasks 

described above and were discussed with EAC and relevant education stakeholders 

during the validation workshop.  

The workshop was organised on 26 October 2016 in Brussels and provided an 

opportunity to present and discuss the findings of the Study, as well as to brainstorm 

on policy recommendations based on the evidence collected. The validation workshop 

gathered more than 35 stakeholders from across Europe, including senior experts in 

the area of teacher education and education for diversity, policy makers at the 

European Commission, Parliament, Committee of the Regions and Member State level, 
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representatives of international organisations (OECD, UNESCO), teacher educators, 

representatives of relevant networks and associations (including EFIL, ESU and ATEE), 

and senior staff from ITE providers.  

The core study team used the results of the validation workshop to revise and improve 

the final study report. The summary of the validation seminar discussions is provided 

below.  

Validation seminar summary 

Main discussion points 

During the first open discussion, participants raised questions on the lack of a 

common understanding of the concept of ‘diversity’: should diversity be viewed 

in terms of ethnicity, culture, migration, language, religion and belief, or in broader 

terms that would include disabilities, gender, sexual preferences, etc. Views differed 

on this point, and it was concluded that the Study should be clear on the definition 

chosen and further explain why it is important to focus on the dimensions it pursues. 

Participants highlighted the importance of adding clarity and analytical 

relevance to the Study’s problem statement. It was felt this could be made 

stronger and more explicit. Achievement gaps between pupils with a migrant, minority 

and disadvantaged background, growing radicalisation and discrimination in European 

societies, exclusion of ‘The Other’, together with the self-reported lack of 

preparedness of teachers to deal with diversity in the classroom and diversity issues in 

general are among the most important issues on which the Study builds its objectives 

and scope. This needs to be made more explicit, however. 

Participants underlined the difficulty of evaluating the impact of ITE policies 

and initiatives on pupils when introducing diversity issues in teacher 

education. The extent to which ITE programmes that integrate diversity components 

can have an impact on pupils’ achievement, well-being, and feeling of belonging in the 

classroom and society represent a key long-term impact that needs to be better 

measured. 

Experts emphasised that the Study should also acknowledge the role of ITE for 

building teachers’ more general competences (such as understanding individual 

learners and building relationships, social justice competences, ability to reflect) and 

teachers’ attitudes with respect to equity and inclusion in education. The Study should, 

in particular, make reference to a considerable body of research on these issues (as 

opposed to the limited research that uses the specific concept of diversity in relation to 

teacher preparation/ITE). 

 Parallel discussion groups allowed participants to discuss specific issues in 

more detail. The key points raised during these discussions are summarised below. 

 Group 1: Policy goals and competences for diversity in ITE 

Experts underlined that teachers have agency to bring change in the 

classroom. However, they noted that teachers have limited capacity in solving 

structural societal issues such as discrimination and racism, lack of integration and 

feeling of belonging of pupils with a migrant and/or minority background (and need to 

take into account the influence of the ‘hidden curriculum’).  



 

34 

 

Experts noted that teachers should grow a sharper sensitivity to the variety of 

diverse backgrounds in their classroom as well as in society, by self-reflecting on 

their attitudes and values towards diversity.  

By placing learners at the centre of teaching, teachers should reflect on their 

backgrounds to enrich the classroom and all pupils. There is a close intersectionality 

between culture, language, religion as well as with socioeconomic background and 

inequity. In order to better respond to this diversity, teachers should develop critical 

and intercultural competences, multilingual competences, enhance their 

communication skills and openness towards diversity. 

Participants articulated several key recommendations on ITE policy goals and 

competences for diversity: 

 Competence frameworks should be used including operationalised (critical) 

competences for diversity in terms of attitudes, knowledge and skills. 

Frameworks should make explicit what competences mean in terms of strategic 

pedagogical choices.  

 Research should explore ways to assess current levels of competences for 

diversity. This should not only be done based on self-reporting, but by 

developing improved evidence-based evaluation and monitoring tools.  

 Quality assurance (internal and external) and accreditation 

mechanisms should ensure that competences for diversity are 

transmitted effectively in ITE. This should be done by assessing the extent 

to which diversity is included in student teachers’ learning outcomes 

(particularly in decentralised systems of ITE). External evaluation of ITE 

programmes assessing competences and learning outcomes acquired by 

student teachers is needed. 

 

 Group 2: Preparation of teacher educators 

Participants noted the development of initiatives to prepare teacher educators through 

standards, CPD courses, induction, networks and professional bodies. These policies 

and initiatives should be acknowledged in the Study, and encouraged, supported and 

built upon by policies. They highlighted the importance for teacher educators to 

continually develop their knowledge, skills and attitudes towards diversity 

through content, dialogue, experience and reflection.  

There is a growing need for a common understanding and definition of the multi-

faceted roles of teacher educators. Moreover, quality assurance systems should take 

into account the overall qualification and preparedness of teacher educators to deal 

with diversity-related issues in teacher education. The participants encouraged further 

cooperation and exchange between quality assurance agencies on the topic of 

diversity.  

Frameworks of competences make a relevant contribution, but they are not a solution 

in themselves to improve the quality of ITE. What is needed are guiding principles 

as well as dialogue and shared understanding between stakeholders in the 

area of teacher education: among teacher educators, between teacher educators and 

policy makers, schools, students, as well as civil society organisations (as suggested 
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by the ET2020 Working Group on Schools in the 2015 report on ‘Shaping career-long 

perspectives on teaching’).  

They noted that diversity should be embraced as an underlying concept in 

teacher educators’ preparation (for example in understanding relationship building, 

identity formation). Teacher educators also need to be aware and to be prepared to 

tackle issues of racism and discrimination. They raised the issue that the concept 

of diversity should not avoid discussing inclusion, and students’ sense of belonging.  

Participants highlighted the need for more qualitative and quantitative data about the 

background of student teachers and teacher educators to support accreditation and 

quality assurance of ITE. In this context the suggestion was made to organise a 

discussion at EU level about the relevance of accreditation systems for ITE, involving 

ITE providers and accreditation actors from European countries. 

Teacher education should also attract (and empower) teacher educators with a 

minority/migrant background.  

 Group 3: Incorporating diversity-related issues in ITE Curricula  

The workshop participants emphasised that it is important to better 

articulate and connect theory and practice in ITE. Participants suggested that 

initiatives supporting action research, reflective practices, project based learning and 

service learning, were positive examples to accomplish this connection and tackle the 

‘practice gap’.  They also mentioned the importance of basing interventions on a 

human rights based framework and developing ‘tolerance for ambiguity’ among 

students. Materials and curriculum, it was argued, should be more locally relevant and 

reflect the diversity of the communities that schools and ITE institutions serve. Both 

theory and practice should build on appreciation for diversity, not seeing it as a deficit. 

Participants underlined the need for ITE curricula to better address issues of 

tolerance and prejudice, social justice, awareness of linguistic issues and 

human rights. They noted that the Study’s research results are applicable to other 

disadvantaged groups, such as socioeconomically disadvantaged students. 

Moreover, interventions underlined the importance of the continuum of 

teacher education, and of links between ITE and CPD. CPD should help 

creating safe spaces for dialogues on difference. They should also enhance 

possibilities of teacher-parent communication.  

 Group 4: Partnerships and cooperation for diversity in ITE  

Participants underlined the need to work towards a culture of collaborative 

governance for ITE, by opening ITE to all relevant education stakeholders. 

This can be achieved through: 

 Research projects: involving local authorities, parents, NGOs and universities 

(e.g. King Baudoin Foundation project on diversity and poverty – dialogue with 

ITE institutions; intercultural school label involving parents in Portugal; etc.) 

 National networks of ITE providers, facilitating research, knowledge 

exchange and curricula design (e.g., DICE project in IE, or RESMI in PT).  

 Funding: can lead to ad hoc projects but should not hinder long term 

cooperation opportunities 
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 Involving NGOs in : 

o Designing ITE curricula; 

o Non-formal learning initiatives for ITE students; 

o Developing experiential learning communities; 

o Partnerships with ITE providers and in-service teachers in schools. 

 Fostering partnerships that involve universities, teacher educators and 

schools for better and more relevant student teacher placements. It is 

important that this process is clear and well-functioning.  

 Encouraging cooperation across borders: e.g., foster transnational 

exchanges and student placements using Erasmus+, partnerships between ITE 

providers in designing curricula and courses.  

 Better cooperation with policy-makers: 

o Promote and develop long-term dialogue/exchanges + avoid ‘reform 

fatigue’; 

o Set up permanent cooperation structures; 

o Involve bottom-up approaches into policy making; 

o Involve teacher associations and unions into governance processes; 

o Cooperation in the design of induction programmes. 
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