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SUMMARY

Luukkainen, O. 2000. Teachers in 2010. Anticipatory Project to Investigate

Teachers’ Initial and Continuing Training Needs (OPEPRO), Report 15. Final

Report. National Board of Education.

This is the final report of the extensive two-year anticipatory project to
investigate teachers’ initial and continuing training needs (OPEPRO,
project number 980516) co-ordinated by the National Board of Education
with co-funding from the Finnish Ministry of Education and the European
Social Fund (ESF).

The project consisted of three sub-projects: a survey of the present
situation of teachers, scenarios of the future of teaching work until the
year 2010, and anticipation procedures to anticipate teacher training needs
once the project has run its course.

The project also looked at the training needs of linguistic and cultural
minority groups, as well as the content and extent of continuing training
completed by and offered to teaching staff.

The proposals in this final report are based on the 14 reports published
during the project and on the close co-operation process, which lasted
two years and involved more than 80 interest groups.

The scenarios of the future of teaching work were worked out by
thinking about the changes in working life, the development of society,
the effects of internationalisation, the easing of regulations controlling
school work, the increase in local decision-making, the changes in degree
structures, the reforms of teacher qualification regulations and school
legislation, and the development of new learning environments, especially
the development of information and communication technology.

The proposed anticipatory procedure to anticipate the content and
extent of teachers’ initial and continuing training shows a distinct value
choice for interaction: schools and teacher training must take into account
the changes that have taken place in society, work and different regulations
and decisions, and on the other hand, education will aim to affect the
developmental directions on all levels.

The fact that early retirement systems seem more attractive to teachers
than people in other professions and the decrease in the interest in subject
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teacher training are especially important challenges to the development
of teachers’ initial and continuing training content and pedagogical
research.

Central areas to be developed in teacher training are community
thinking, leadership, facing differences and change, co-operation skills,
opening and changing learning environments and awareness of society.
Initial and continuing training also have to be much more closely linked
to form a development continuum lasting the whole of a teacher’s career.
Academic and vocational teacher training must increase and deepen their
joint co-operation.

Teaching staff in vocational education are quite old. Numerous teachers
have left for part-time retirement and some teachers leave teaching tasks
for other reasons. These reasons together with the significant number of
unqualified teachers increase the need for teachers’ pedagogic initial
training. Training needs are also increased by the fact that after qualifying,
some teachers move to adult education centres. The current capacity of
vocational teacher education colleges is just enough to satisfy the needs
of upper secondary vocational education institutions’ teachers. A
corresponding amount of new pedagogically trained teachers is needed
each year to work as teachers at polytechnics and vocational adult
education centres. This means that the annual intake of vocational teacher
education colleges should be doubled.

On average, the qualification situation of teachers in basic education
and secondary general education is good. However, 1,531 teachers paid
per hour lack the relevant degree required for their work. The qualification
situation of class teachers is good, except in the province of Southern
Finland and the region of Uusimaa in particular. Only 72% of special
needs teachers have formal qualifications for their work. The situation is
especially bad in teaching maladjusted pupils, where only about half the
teachers hold the necessary qualifications.

In terms of regions, the eldest teaching staff in basic education, in
relative terms, are found in Kainuu, Lapland and Päijät-Häme, and in
secondary general education in South Karelia, Kainuu and Kymenlaakso.

There is a need to increase class teacher training within the next 10
years by creating a total of approximately 500 new student places. There
is an immediate need to increase subject teacher training at least in English,
mathematics, Swedish as the other national language, physical education,
biology, computer studies, music, visual arts and special education.
Evangelic-Lutheran and Orthodox religion and Finnish as the other
national language and Finnish as a foreign language are also subjects in
which there is some need to increase teacher training. In physics, there is
a need to fill the present teacher quotas.
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The qualification level of Swedish-speaking class teachers in the
autumn of 1999 was 6% lower (86.9) than the level of Finnish-speaking
class teachers (92.7). The situation is worst in the Swedish-speaking parts
of Uusimaa. The age structure of Swedish-speaking subject teachers is
almost the opposite of class teachers. About 60% of them are over 45
years of age, so over the next 15 years, as many as three fifths of them
will retire. Teaching staff are especially old in secondary general education
schools in the Swedish-speaking parts of Uusimaa. Even now, there is a
significant lack of Swedish-speaking mother tongue teachers, teachers
of the other national language (Finnish) and mathematics teachers. In
relative terms, there are more both full-time and part-time teachers paid
per hour in Swedish-speaking than Finnish-speaking schools. The majority
of them, especially in basic education, lack the qualifications to teach their
respective subject. Teachers in Swedish-speaking vocational education are
on average younger than vocational teachers throughout the whole country.
Teachers at Swedish-speaking vocational institutions often lack pedagogic
training.

Forms of continuing training must be developed taking into account
recent research in adult study, new virtual learning environments and
working communities. It is absolutely vital to strongly increase resources
for continuing training and to ensure the availability of continuing training
throughout the country.

KEYWORDS:

teacher training, continuing training, initial teacher training,

continuing teacher training, basic education, secondary general education,

vocational youth level, teacher training quotas, teacher training contents
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1 PROJECT BACKGROUND

1.1 PROJECT DECISION

On 1st August 1998, a two-year anticipatory project (OPEPRO) was
launched to determine teachers’ initial and continuing training needs under
the administration of the National Board of Education with co-funding
from the Ministry of Education and the European Social Fund (ESF).
The objective of the project was to create a permanent anticipation system
to cover the qualitative and quantitative development needs of teaching
staff in both general and vocational education on the basis of a survey
conducted on their current situation.

The OPEPRO project was part of the Objective 4 Programme. The
descriptions of the priorities of the programme increased the responsibility
of the education and training sector in anticipating the future. The
programme’s general guideline was ‘development and training organised
according to the principles of continuous learning, aimed at workers under
threat of unemployment because of restructuring in business and industry
and changes in production technology, especially in SMEs and the
services’. Priority 4.1 focused on the anticipation of working life, the
labour market and vocational requirements. Overall, the objectives of
the objective programme included the anticipation of vocational education
and training needs and the development of competence and innovation
structures.

The project was divided into three sub-projects: a survey of the current
situation of teachers, scenarios of the future of teaching work until the
year 2010, and an anticipation model to anticipate teacher training needs
once the project had run its course.

1.2 OBJECTIVES OF THE SUB-PROJECTS

1.2.1 Quantitative Needs

The purpose of the first sub-project was to investigate the current profile
of expertise among teaching staff.
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One of the premises of this anticipatory project was that there has
been no certainty of the correspondence of teachers’ initial training
volumes with working life needs in Finland since the abolishment of
teacher registers in 1994. The Provincial State Offices charted the teacher
situation in basic education and general upper secondary education in
1997 and the results of the survey were reported by the National Board
of Education. As legislation governing the qualifications of educational
staff was amended in Decree 986/1998, however, the data no longer
reflected the actual situation. Nevertheless, this data alone indicated the
retirement of large teacher groups and the subsequent increase in initial
training needs.

The situation of teachers in the vocational sector had not been
investigated as a whole in the 1990’s. It was therefore necessary to
investigate the profession’s age, qualifications and education structure
and working life contacts.

The objective set for these surveys was to make it possible to anticipate
the quantitative needs for initial teacher training up until 2010.

In the course of the project, the surveys were also extended to cover
the teacher training situation of linguistic and cultural minorities both in
terms of quantity and content. The results have been reported in OPEPRO
reports 6, 7, 8 and 12.

A further objective was to investigate the contents and the amount of
continuing training received by teaching staff. These results can be found
in OPEPRO reports 1 and 2.

1.2.2 Content-related Needs

The second sub-project aimed to investigate scenarios of the future of
teaching work as we head towards the year 2010. The objective was
pursued by considering changes in working life, developments in society,
the effects of internationalisation, the relaxation of legislation regulating
schoolwork, the increase in local decision-making powers, changes in
educational qualification structures, the reforms of decrees governing
teaching qualifications and school legislation, the development of new
open learning environments and, in particular, the development of
information and communications technologies. The content-related
development needs of education and training, which have arisen from
these changes, have a bearing on teacher training.

Teachers are the most essential resources in the development of
instruction. Their significance becomes strongly pronounced as legislative
amendments have resulted in the shift from steering through plans and
legislation to steering based on evaluation and monitoring. The change
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in the decision-making system emphasises the opportunities of individual
educational institutions and teachers to focus their work. In addition to
many rights, it also entails several obligations and responsibility for
extensive management of the educational sector. The plans and solutions
made at the level of educational institutions will firmly reveal details of
the kind of future society that people wish to build. The municipal, school-
specific, or even learner-specific, curricula prepared on the basis of the
national core curricula provide an opportunity for significant policy
definitions.

Teachers will have to be ready to work on objectives in co-operation
with their working communities and students and to turn them into reality.
The teaching methods applied by teachers will also be shaped into the
students’ ideas on the type of learning that is appreciated and on how one
should learn. This is equally significant at the classroom level and in teacher
training. Teachers should therefore possess the ability to analyse their own
ideas of teaching work and recognise the reasons behind the decisions that
they make. This constitutes a part of teachers’ professional growth.

There is a significant need for information and for anticipation
information in particular. The general objective set for the project was to
anticipate the future qualitative and quantitative development needs of
teachers, in order to make it possible to ensure the improvement of the
quality of instruction at all levels of education falling within the scope of
the project. The aim is to ensure the prerequisites for the supply of labour
and the opportunities for the development of education and training. In
order to achieve good results, the planning and implementation of
education and training must take the future into account and must include
scenarios of alternative visions of the future. The conscious deliberation
on and recording of visions on the basis of these premises will contribute
to promotion of the desired focus.

Many demanding objectives present major challenges to the operating
methods of schools and the role of teachers. These challenges are
heightened by the fact that the school system differs from other
organisations in its unique ability to uphold permanence and invariability.
On the other hand, this is necessary in some respects in terms of stability
and credibility.

The objective of the second sub-project was to investigate the visible
and assumed changes in teaching work. This was based on the analysis
of different phenomena in education and training, such as new, open learning
environments, social exclusion, the internationalisation development,
communality and the skills needs of working life.

Learning environments vary greatly, and various social environments
often make the realised operating models questionable in new environ-
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ments. A model that functions in a certain educational institution located
in Helsinki does not necessarily function in another, even within the
borders of the same city. The variation will increase further if different
parts of Finland are included in this comparison. For example, instruction
at a Helsinki vocational institution requires a different approach than the
learning environment of a vocational institution in Iisalmi. The project
involved the desire to really focus on the different operating models
required by different operating environments. The starting point adopted
in the project was the model of a developing organisation, in which the
best possible conditions for learning are created through various roles,
responsibilities and human relationships.

Another objective set for the project in the project application was the
promotion of gender equality.

1.2.3 Anticipation Procedure

The purpose of the third sub-project of the OPEPRO project was to
produce an anticipation model for the content-related and quantitative
anticipation of teachers’ initial and continuing training. At a very early
stage of the development process, people wanted to break away from the
concept of ‘model’. The Steering Committee found it ill-suited to future
anticipation in the education and training sector, where the complex
relationships of many dynamic factors make it impossible to create one
or two clear-cut models. In addition, ‘model’ was perceived to be too
confining and unconditional. We have therefore worked out an anticipation
method or procedure, which includes a clear value choice for interaction:
the school, as well as teacher training, must allow for changes that have
occurred in society, work and in various statutes and decisions. Reciprocally,
however, education and training aim to influence the direction of change
on all those levels.

The main task determined for anticipation is to collect material for
justified decision-making at all levels and sectors of education.

In accordance with the project decision, the time-span for analysis
goes through to the year 2010.
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1.3 PROJECT PUBLICATIONS

In addition to the final report, the project produced 14 sub-reports, which
were published by the National Board of Education in a separate and
numbered series. The following sections provide brief descriptions of
the reports in their order of publication. Report 11 has been published in
English; the others include an English-language summary.

1.3.1 Participation of Teaching Staff in Continuing Training
in 1996–1998

The report dealt with the continuing training received by teaching staff
over a period of two and a half years. At the same time, it investigated
training preferences. The survey charted the amount and content of
continuing training received by teachers and rectors, the costs of
continuing training and the needs for such training. The target group of
the research included all teachers and rectors within the domain of the
Finnish National Board of Education from the fields of general and
vocational education as well as liberal adult education. The material was
obtained from a questionnaire survey by means of two-stage sampling
from the contact information provided by the teachers’ and rectors’
organisations.

1.3.2 Provision of Continuing Training in the Field of Teaching
in 1996–1998

Together with the previous report, continuing training directed at teachers
and rectors was also analysed over the same period of time. The analysis
was based on training calendars, training and course brochures or other
forms of information supplied by education providers, covering a total of
4,135 course and training programmes directed at teachers and rectors.

The survey examined the provision methods of training courses, their
duration, topics, numbers of participants and the relationship with the
priorities determined by the state administration.

1.3.3 Teacher at a Vocational Institution

In order to achieve an overall picture, Statistics Finland collected
information on the age structure, qualifications situation, educational
backgrounds, ongoing studies and other work assignments carried out
away from the educational institution in addition to teaching work among
teaching staff in upper secondary vocational education as of 21st September
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1998. Almost 15,000 people replied (a response rate of about 97%), which
justifies the statement that this was the most detailed overall picture of
vocational teachers ever. In accordance with the project decision, the report
primarily examined teachers operating in youth-level (initial) vocational
education, but the material was further exploited in a survey concerning
teaching staff at vocational adult education centres that was completed
outside the project framework in the summer of 2000.

1.3.4 Teaching and Teacher Training

The project collected extensive process-based material on the ideas of
teacher trainers and teachers at different educational levels about the future
of teaching work. This material was processed into a compilation to
provide temporary material for discussions and to inspire the project’s
scenario process in the autumn of 1999. The material was described in a
very authentic form and it brought the important addition of teachers’
‘own voices’ to the discussion about changes in teaching work.

1.3.5 Teachers as Builders of Learning Environments – Future
Challenges of Information and Communication Technology

The project decision emphasised the central role of information and
communications technologies in building new learning environments. This
is why a separate report was prepared from this particular perspective on
the basis of research conducted, using a Delphi process.

The report mainly concentrated on those pedagogical lines that can be
expected to last and evolve regardless of technological changes. Equality
and risk of exclusion from the students’ point of view were the key bases
for the analysis of challenges concerning the use and development of
information and communications technologies by individual teachers and
by educational institutions as a whole.

1.3.6 The Need for Teacher Training in the Romany Language
in Finland

There are more than 10,000 Romanies in Finland; of these, it is estimated
that about 1,700 are children of comprehensive school age (7–16). Only
15% of them have been given the opportunity to study their own language
in basic education. Nevertheless, the Constitution of Finland and the
effective legislation governing education provide strong rights for cultural
minorities to develop their own language and culture and to study in their
own native language. The project put together a report on the current



14

TEACHERS IN 2010

state of Romany-language education and both long- and short-term
objectives.

1.3.7 Sign Language Teacher Training

A separate report was also prepared on sign language teacher training
needs. This area involves a special feature due to the fact that sign language
teacher training is only taking its first steps in Finnish teacher training –
the University of Jyväskylä started training the first sign language class
teacher group in the autumn of 1998. The report was based on a questionnaire
survey concerning the teacher needs of children using sign language,
which charted the number of sign language children and their teachers at
day-care centres and schools for hearing impaired children in Finland.
The earlier statistics on pupil volumes in schools and classes for hearing
impaired children were primarily based on the classification of the degrees
of hearing impairments. The volumes of children of day-care age using
sign language have not been investigated before.

1.3.8 Educational Contents Preparing for Immigrant Education in
Teacher Training

There are currently more than 90,000 foreign residents in Finland. We
can confidently state that immigration will continue for various reasons
and that teachers in all forms of education and training will work amidst
society that is increasingly diversified in terms of culture. This is why
the project wanted to investigate the contents of teacher training from
this particular perspective. The survey was based on the content
descriptions of study guides for the 1999–2000 academic year at faculties
of education and vocational teacher education colleges, as well as on
questionnaires sent to teacher education units and vocational teacher
education colleges.

Sami-language teacher training was not separately addressed in this
project, because in the early stages of this project, a memorandum was
published by a working group of the Ministry of Education that had
investigated this particular area of teacher training.

1.3.9 School in the World – the World in School

The particular content-related challenges for general education and teacher
training were addressed in a separate report. The material consisted of
three parts:
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• teachers’ and teacher trainers’ own ideas of their work and its future;
• ideas of the future trends of education among head teachers and rectors,

directors of educational services, chairpersons of municipal education
committees and chairpersons of municipal councils in different types
of municipalities;

• material on co-operation between schools and working life as a factor
to diversify learning.

1.3.10 Towards a New Teachership in Vocational Upper Secondary
Education

Vocational education and training involve a strong need for teaching
trades. For teacher training, this sets its own special requirements. For
this reason, the project wanted to separately examine the vocational teacher
training scenarios of changes in teaching work and teachers’ training needs
by the year 2010. In addition to educational contents, the report also
presents proposals for quantitative needs for teacher training by sector of
education.

1.3.11 European Trends in Anticipation of Teacher Training Needs

The Eurydice Unit of the National Board of Education submitted a
summary of replies from 23 European countries to its letter of enquiry
concerning those countries’ methods of anticipating the content-related
needs of teacher training. This survey was prepared in order to obtain
information for our own process about different countries’ anticipation
methods and, at the same time, stimuli for the development of our own
anticipation method.

1.3.12 Situation of Teachers in Swedish-language Comprehensive and
Upper Secondary Schools and Vocational Institutions in Finland

In some cases, there are specific issues that concern the Swedish-speaking
teaching profession, arising from small school or education provider units
in particular. Therefore, a separate report was prepared on the qualifications,
age structure and distribution by gender and region of Swedish-speaking
teachers both in general upper secondary education and in youth-level
(initial) vocational education.
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1.3.13 Teachers in Basic Education and General Upper Secondary
Education on the Verge of the New Millennium

When the new regulations governing the qualifications of teaching staff
came into force in 1999, people realised that it was no longer possible to
draw sufficiently detailed conclusions on the basis of previous surveys.
Therefore, with co-funding from this project, the Ministry of Education
and the National Board of Education, Statistics Finland collected data on
the entire teaching staff, who were working in basic education and in
general upper secondary education on 1st September 1999.

1.3.14 The Reality of Teaching Work as a Challenge to Teacher Training

The project’s last sub-report deals with teachers’ and teacher trainers’
views on teaching work, changes in teachership and developmental
challenges to teacher training. The purpose of the extensive material is to
bring teachers’ own experiences and views on the development of their
work and the development trends in sight to discussions after the project.
The publication presents views on issues such as changes to the nature of
and appreciation for teaching work, changes to the pedagogical operating
environment of schools and the increasing difficulty of schools’
educational tasks.

1.3.15 Final Report

The proposals and positions  of the final report are mainly based on the
sub-reports described above. In addition, they have been shaped by
working seminars held with interest groups and expert panels and group
discussions conducted in connection with the seminars. Another
significant factor is the discussions on the Steering Committee and the
policies defined in these. In addition, expert opinions invited at different
stages of the project have carried out a thorough analysis and have
influenced the structure of the report in particular.
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2.1 OPERATING METHOD

The Ministry of Education appointed a Steering Committee for the project.
In addition to steering the project, the Steering Committee also assumed
a processing role. With the exception of a telephone and an evaluation
meeting, all meetings were one-day working seminars, where people
continuously processed project objectives and alternative perspectives
on the basis of expert introductions. Those researchers with key
responsibility also usually attended the meetings. The Steering Committee
also heard from several experts.

In social debates, teacher training has been labelled omnipotent. When
people wish to change something, teacher training is often perceived as the
means to do so. Indeed, the project wanted to see teacher training as a
means of developing society. In addition to sound knowledge of school
life, success in this mission requires understanding the structures and
working mechanisms of society. Teacher training therefore has a social
interest. In addition, there was a desire to examine the development of
education and training as a shared task. Consequently, the objective was to
achieve broad openness and transparency. At the same time, the aim was to
pursue a networked operating model, which would both attract extensive
expert resources for use within the project and commit a large group of
experts and expert bodies to the work. For this reason, the Steering
Committee decided to set up a Consultative Committee for the project to
represent its interest groups. All teacher training organisations, including
teacher education departments, teacher training schools, faculties of
education, faculties of different subjects and vocational teacher education
colleges were invited to join the Consultative Committee. The Committee
also included representatives of employers and employees, student
organisations, a parents’ organisation, the social sector (the National
Research and Development Centre for Welfare and Health, STAKES),
futures research (the Finnish National Fund for Research and Development,
SITRA), industrial employers’ organisations, an agricultural organisation
(the Central Union of Agricultural Producers and Forest Owners, MTK),
etc. In all, the project brought together almost a hundred different parties.

2 PROJECT SOLUTIONS
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At the Consultative Committee appointed for the project, several
experts introduced themes for discussion.

The project functioned in a very networked manner. Several different
expert bodies implemented sub-projects. In all, the project involved about
40 researchers through their background organisations.

The project aimed to provide an extremely open process and
dissemination of information precisely through the Consultative
Committee. At the very outset of the project, each interest group was
asked to appoint a contact person from within its organisation to manage
communication between the project and the background organisation.
The project established its own website to provide information on progress
and to invite feedback (www.edu.fi/projektit/opepro).

2.2 DESCRIPTION OF OPERATIONS

The information acquisition methods applied in the project included
document analysis, expert surveys, interviews and thematic interviews
(individual and group interviews), long-term process-like and repeated
group discussions, seminars, teamwork, futures workshops, expert
evaluations and on-line discussions.

These methods were used to collect material for the Delphi method
and to complement it. The key objective of the anticipation procedures
proposed in this project is to exploit the expertise of several different
visionaries and participants as well as existing research material and
literature.

Co-operation with interest groups came about by using advance
questions to collect a wide variety of views from different interest groups
on changes in working life, society and teaching work and, through these,
on challenges to teacher training. At the same time, interest groups were
asked to appoint contact people from within their respective organisations
to maintain contacts with our project and to subsequently attend to the
dissemination and processing of information in their background
organisations. This solution aimed to achieve commitment.

The replies were analysed and the summary was submitted for
processing by a working seminar involving four parallel expert panels
with 9–10 members on each, a total of 38 participants in all. The
representatives of the above-mentioned interest groups functioned as
experts. The panels were assembled in such a manner that each group
consisted of people with as diverse expertise and organisational back-
grounds as possible.
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The chairpersons and secretaries of the expert panels were project
researchers and Steering Committee members. The secretaries collected
the results by group. The Project Manager compiled the results to form a
single opinion and the summary material was sent to the above-mentioned
experts and interest groups for comment. This procedure and the opening
of the next round were part of the feedback procedure.

The comments were collected and we then organised another working
seminar, the ‘Futures Forum’, which was strongly orientated towards the
future and involved the parallel expert panels described above. This time
there were nine expert panels with 9–10 members on each, and they were
led by students. Project researchers acted as secretaries. The specific
objective was to bring student opinions strongly to the fore. Students
really succeeded in this. These operations involved a joint one-day meeting
of the Steering Committee and the students who had functioned as
chairpersons to analyse and process the results.

Between the rounds, different research bodies collected and processed
documentary material based on existing studies and reports in accordance
with their areas of research and the agreed division of work. Indeed, a
leading view on the OPEPRO project was to exploit existing studies,
reports, positions, etc. as much as possible.

In addition, during the first year of activity, there were four parallel
teachers’ discussion groups led by one researcher: teachers of forms 1–6
in basic education (primary level), teachers of forms 7–9 in basic education
(lower secondary level), general upper secondary school teachers and
teacher trainers. The teacher trainer group convened 11 times and the other
groups met 5–6 times. The groups worked on their ideas of teaching work
and teacher training by allowing the discussion to take its course very
freely during the meeting on the basis of a few perspectives provided by
the researcher. The teacher groups were formed in order to guarantee a
sufficiently strong medium for ordinary teachers to discuss their own
experiences of changes to teaching work and the likely and desired direction
of change. The long-term nature of work particularly aimed to ensure reliable
results. The contributions of this process have been published in an interim
report (report 4) and in a separate sub-report (report 14).

The local-level decisions concerning education and training will
ultimately determine their provision methods and, subsequently, teacher
training needs as well. In order to establish the views of local decision-
makers on different future trends in teaching, a questionnaire survey was
conducted among head teachers and rectors, directors of educational services
and chairpersons of municipal councils and education committees. The
survey was implemented in co-operation with experts from the Association
of Finnish Local and Regional Authorities.
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A year after the launch of the project, the third working seminar was
organised on the basis of material collected by that time. The working
seminar involved nine parallel panels with 8–9 participants on each. The
increase in the number of panels since the first working seminar aptly
illustrates the enthusiasm among the interest groups for enlisting in the
process.

The next aim was to conduct a concise, one-month on-line discussion
within the same panel groups. From the very beginning of the project, we
had tried a web-based discussion channel, promoting the discussion with
support questions to analyse it and aiming to activate students in particular.
This did not succeed: the discussion had not taken off. Now the idea was
to make the discussion work in small groups. Out of the nine on-line
discussion groups, only three actually worked. The additional contribution
to the process was relatively small, but there were plenty of visits to the
discussion channel (more than 300).

The material processed in the manner described above was brought to
the fourth working seminar five weeks after the previous seminar. We
reached the interim evaluation stage in October 1999. At that time, we
brought up our own main results collected by then and those of the recently
published national evaluation of teacher training. Parallel panels were no
longer organised, instead the discussion was carried out in a single group.

In other words, we used expert panels for three rounds. In addition,
the project’s Steering Committee conducted a continuing process at its
own meetings, information on which is available on the project’s website.

In the spring of 2000, the interest groups were able to participate in
the development of the anticipation method presented in this report. The
working draft was presented to the interest groups at the fifth working
seminar in May 2000, and it was uploaded to the project website to be
freely evaluated. Comments were invited in a letter sent to the interest
groups. In addition, three experts provided us with the expert opinions
requested.

In all, there were about 440 participants at the five working seminars,
which may be seen as being a good achievement. In addition, the project
was presented on many different occasions. There were 191 different
events that can be counted as project information meetings in accordance
with the ESF reporting instructions, with a total of 3,231 participants.
The number of student- and person-days was 911. However, the actual
number of events raising the issue must have been considerably higher
than that, because it was often discussed in connection with other topics
by many people, in particular by Steering Committee members and
researchers.
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2.3 EVALUATION OF PROJECT MEASURES

The Steering Committee decided to divide the evaluation into four
thematic sectors from the perspective of the effectiveness of the
anticipatory projects: anticipation, commitment, effectiveness and
reliability. The results of the self-evaluation of the Steering Committee
and the researchers who participated in its work are already presented
here, as they form a central part of the foundation for the anticipation
method.

2.3.1 Anticipation

With the aid of its networked working method, the project was able to
leverage an extremely large amount of existing material. This helped our
attempts to anticipate changes in working life, the labour market and
professional competence, such as information technology skills,
information acquisition skills, internationalisation, social interaction skills
and specialist expertise. At the same time, we obtained important material
on the change in the overall picture of teaching work: the relationship
between the roles of teaching, education, co-ordinators of co-operation,
colleagues, developers, etc. Both networking and document analysis
turned out to be the right solutions when compared with embarking on an
investigation into the views of different bodies through questionnaire
surveys, for example. Familiarisation with a wide variety of projects
funded by the ESF, and with their evaluations in particular, helped us to
focus our own operating methods.

The project has gained experiences from different anticipation
methods, project researchers have gained more in-depth knowledge about
the state of education, training and schools, the future perspective has
broadened and representatives of other sectors of working life have
received information on the state of education and training. The activeness
of all parties will decide how this information can possibly be applied to
practice in the future.

Initially, the different operational cultures of different parties involved
in the co-operation hindered productive activities to some extent.
However, the importance of continuous contacts with the relevant interest
groups and the increasing significance of communication in the future in
order to achieve a shared vision came to the fore during the project. This
should therefore be taken into account in the anticipation procedure to be
carried out after the project.

The perspective of anticipation and anticipation methods were not
very familiar to the interest groups. In particular, this became apparent in
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that people often expressed general remarks about change and its
inevitability. More precise, analytical consideration proved to be difficult.
Naturally, the main problem is that there is no precise information available
on the future, but that different forecasts are largely made up of lists of
the same catchwords being repeated. Now and then, it did indeed feel
that, even at the expert level, it is easy to succumb to repeating the standard
rote-learned clichés about future work without any deeper deliberation.

Competence in anticipation methods among the interest groups should
have already been consolidated at the start of the project. Nevertheless,
the regular Consultative Committee meetings and those between the
Steering Committee and researchers, the e-mail exchanges, the processing
work carried out by research teams, co-operation between interest groups,
the working seminars and workshops as well as the comments related to
partial contributions did increase understanding and shape shared views.
Although group discussions at seminars brought few new and relevant
points after the second phase, they further consolidated the view that the
procedure was correct. At the same time, they significantly increased the
reliability of the information obtained and the methods used.

To some extent, the opportunities for anticipation were restricted by
narrow sectorial thinking; people spent resources on questions such as
which issues fall within university teacher training vis-à-vis vocational
teacher training; which issues are part of initial training vis-à-vis
continuing training; what is the role of class teachers vis-à-vis subject
teachers; what tasks make up a teacher’s teaching work vis-à-vis
educational work; which issues depend decisively on resources; which
issues are part of the employee’s responsibility vis-à-vis the employer;
which continuing training courses are the responsibility of the State vis-
à-vis education providers or employees; etc.

The project only involved a few clearly defined surveys and interviews,
such as the questionnaire survey on continuing training received and the
questionnaire survey among municipal decision-makers. It was estimated
that surveys would be the best way to obtain information within a limited
time period and to a sufficiently large extent from people, who represented
key respondent groups and who had experience of different operating
conditions related to the provision of education and training. Document
analysis was a good way to develop anticipation, because the reports on
the future prepared by different interest groups were more thorough than
would have been the case if the same information had been obtained
through separate surveys. In addition, people adopt a different attitude
towards questionnaires sent by their own interest group compared with
those sent by external sources.
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In terms of the productivity of anticipation, co-operation with interest
groups is important. It appears to be most successful in connection with
practical activities, such as in the planning of information acquisition, in
the consideration of methods or in commenting on results. From time to
time, however, contacts created at working seminars and in on-line
discussions may remain superficial or haphazard. One body participates
this time and the other attends the next time. Although conducting a survey
to complement information is hard work and involves many obstacles
and elements of uncertainty, it is justified to implement surveys and
municipal case studies in a focused manner. Interviews should be focused
on those particular respondent groups, who are difficult to reach through
questionnaire surveys.

When considering procedures, it must be taken into account that the
co-operation bodies represent very different areas of operation. This
involves the problems of different operating cultures and different
meanings of concepts. In addition, all participants share the problem of a
sudden surge in the number of assignments and the subsequent rush.
Different expert functions increase expertise but, at the same time, take
up a lot of time. Rush was perhaps the single most severe hindrance to
co-operation with interest groups.

2.3.2 Commitment

A conversational working method and a discussion culture are in line
with the idea of a learning organisation. These must therefore be continued
between different parties. Commitment has been successfully achieved
if conscious and continuous communication is established between
different interest groups. Commitment should be created both ‘from the
top down’ and ‘from the bottom up’. It appears that the project succeeded
in this respect. The project is well known and widely recognised.

There are major variations between different interest groups in terms
of commitment. Different degrees of contacts have certainly been
established, but it is difficult to evaluate the degree of commitment for
the time being; it remains to be seen. However, commitment involved a
problem that complicated activities: different bodies committed to the
project as such, but there were some changes among their representatives
to the working seminars. This resulted in a situation where there were
always some participants, whose overall picture of the project was unclear,
and explanations had to be made during time allocated to seminar work.
It may be suspected that the degree of commitment among some
participants and opinion leaders still remains quite low. The gratifying
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fact is that some bodies have developed a desire (in some cases quite a
strong one) to be involved in influencing and developing teacher training.

There is particular reason to be anxious about the activeness of some
teacher training bodies. At the beginning of the project, it would have been
advisable to attempt to commit these bodies more closely to the project
with the aid of visits/local events. Teachers’ employers and business life
have also not been as active as was desired. In terms of productivity, the
most essential task is to commit all teacher trainers and teachers to the
activities at a local level. Education is largely responsible for the socialisation
process. Consequently, each teacher must commit to co-operation with other
participants, including business life. In terms of achieving results and
commitment, co-operation is more and more important.

2.3.3 Effectiveness

The effectiveness of OPEPRO to date must be considered as being good.
It has rapidly succeeded in influencing decision-making processes related
to teacher training to a surprising extent. In this respect, initial expectations
have been partially exceeded. The 14 sub-reports published by the project
have added comprehensive and diverse material to the development of
teacher training. A programme has been launched to expand teacher
training at universities and the Ministry of Education has prepared a
programme entitled ‘Developing Teacher Training’. In particular, the
looming shortage of teachers has functioned as an engine.

In terms of qualitative effectiveness, the most significant result is more
lively co-operation within and between different participants and with
organisations outside the educational sector. In its course, the project
continuously attracted new participants, who have advertised the inspiring
effect of the ‘new operating method’ and expressed the desire for these
activities to continue. There is no reason why it should not continue. The
responsibility for continuance primarily lies with the different bodies
themselves. All levels of education and training, however, still need to
open doors to other sectors of society. This is one way of obtaining
valuable information about the activities of different sectors of society
for education and training and to direct their contents. At the same time,
this provides an opportunity to communicate information from within
the educational sector on issues such as new results concerning learning
as well as on learning environments, study methods and tools and on the
operating conditions of education and training.

One of the most important media of visibility and influence today is
the Internet. Right at the outset, this project also set up its own website,
which has indeed produced many useful contacts.
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We are most definitely going through that stage of our information
society development where methods for electronic discussion systems
are widespread and people even know how to use them, but there is still
a lack of courage among people to commit their thoughts in writing for
public review. A communication, a report or some similar written
contribution is obviously available to the public, yet the author can safely
predict the likely target audience. Its form of expression can also be
carefully considered. Conversely, an electronic network makes it possible
for anyone to examine an opinion published on-line. It seems that this is
perceived as involving too much exposure and labelling. Although the
project used a password – albeit distributed to a wide variety of interest
groups – even this did not alleviate the perception of publicity being too
revealing. Discussion channels known as chatrooms are extremely
popular, but they provide the benefit of anonymity. When it comes to
expert work, expressing one’s opinions in public is a major decision. It
would also have been possible to post on the feedback pages anonymously,
but this was not particularly underlined anywhere. Nevertheless, it is
difficult to believe that this would have increased active participation.

The project’s weakness was that it lacked a clear-cut and systematic
stage, where people could have actually visited different interest groups.
The Project Manager did make some visits halfway through the project;
in addition, the chairperson of the Steering Committee met a large group
of participants from the field of university teacher training in particular.
It is advisable to maintain a continuous exchange of ideas. This would
have increased both commitment and effectiveness.

2.3.4 Reliability

This project aimed to be reliable by hearing as many parties as possible
and by interpreting and understanding their needs. The project succeeded
well in this respect. In addition, the exploitation of the massive amount
of documentary material consolidates the reliability of the conclusions
drawn. The results of document analysis, the working seminars and the
related answers to advance questions, the surveys, the teachers’ discussion
groups, etc. were clearly in line and supported each other in terms of the
main results. Naturally, there were also differences in emphasis. It is
therefore fair to suggest that the OPEPRO project succeeded in striking a
reasonable balance between different methods of acquiring and using
information. This contributes to increasing reliability.

In terms of the correctness of the conclusions drawn about the change
in teaching work and the challenges to teacher training, it will only be
possible to evaluate this years from now. Nevertheless, one criterion of
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the reliability of qualitative research is to evaluate the results achieved in
relation to the results gained through other methods and to repeatability.
As described above, the views from different sources of information
strongly supported each other. The second year of activity did not bring
much by way of new results, but it decisively confirmed the earlier results.
The large number of sources of information and the extensive field of
operation also increased reliability. Consequently, reliability may be
considered as being at a high level.

In terms of quantitative needs, reliability may be perceived as being
particularly high. The response rate in the survey conducted among
vocational education teachers was about 97% and 99.2% of comprehensive
and general upper secondary schools returned their questionnaires. The
results may be regarded as being indisputable in terms of the analysis of
the current state. In terms of the qualifications situation, the effective
Decree on the Qualifications of Educational Staff involves definitions,
which make it impossible to achieve absolute accuracy when examining
formal qualifications on the basis of completed studies, for example,
without reference to a certain moment. For example, in a system of
periodical timetables, the situation may change for individual teachers as
the teaching subjects change. Nevertheless, the margin of error is minimal
due to the vast amount of material, and it does not affect the overall
result.

The survey focusing on the accessibility of continuing training
collected material through sampling, the response rate remaining at just
over 50%. This obviously increases the margin of error, as does the
quantitative method used to collect the material. The results involve some
underlying factors that may only be the subject of conjecture at this point.
However, the results are very clear-cut and credible even in this context.
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3.1 PROVISION METHOD OF TEACHER TRAINING

3.1.1 Development of University Teacher Training

Teacher training in Finland has taken shape gradually and separately for
each school type and even for each individual type of teaching assignment.
The bisection of the education system into folk school (four or six years
of primary education) and secondary school (the more academic track
upon completion of four years of folk school) created in the 19th century
also determined that teacher training should fall into two main streams:
teachers for folk schools graduated from teacher training colleges
(‘seminaries’), whereas secondary school teachers were trained at
universities.

The scope of training at teacher training colleges was initially four
years, but the duration of training was later tied to students’ educational
backgrounds; training took five years for those coming straight from folk
school and three years for those who had completed lower secondary
school. In addition, upper secondary school matriculants were admitted
to take part in a one-year training course. Students graduated separately
to become teachers for upper (last 4 forms) and lower (first 2 forms) folk
school.

A new Folk Schools Act came into force in 1958, uniting the upper
and lower forms of folk school into a single folk school and replacing
further schools (the more practical track after six years of folk school)
with civic schools. The Teacher Training Colleges Act, passed in the same
year, abolished teacher training based on the folk school syllabus and
stipulated that teacher training colleges would require completion of the
lower secondary school syllabus. Nine years later, the Act was amended
to the effect that teacher training colleges were accessible to those who
had completed either lower secondary school or the upper secondary
school matriculation examination. Civic school teachers were subject
teachers and they were provided with very heterogenous training in the
1960’s, depending on the teaching subject. In addition, their teachers’
educational backgrounds also varied from folk school certificates up to
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university degrees. Training for civic school teachers was completely
abolished before the 1970’s.

The development towards academic class teacher training was gradual.
The Jyväskylä teacher training college had already changed its name to
Pedagogical College back in 1934, with the task of training upper secondary
school matriculants to become folk school teachers. This meant the final
launch of a new form of teacher training.

Prior to the comprehensive school reform of the 1970’s, the issue of
teacher training was the subject of many major controversies. The issues
to be solved included the unification of teacher training and the
implementation of the principle of a single degree, the transfer of training
from teacher training colleges to institutions of higher education and the
harmonisation of theoretical and practical training, on the one hand, and
pedagogy and other disciplines, on the other. These topics were addressed
by several different committees and the final decisions did not please all
interested parties. The Teacher Education Act was ratified in December
1971, however, and resulted in the final transfer of training for
comprehensive and upper secondary school teachers to the university
sector. The three-year training for comprehensive school class teachers
replaced the training for folk school teachers and, at the same time, the
upper secondary school matriculation examination became the basic
educational requirement for all applicants. New teacher training objectives
were drawn up for comprehensive and upper secondary school teachers,
according to which training was divided into class and subject teacher
training. This division still applies today.

In the early 1970’s, a major organisational reform was implemented
by abolishing teacher training colleges for folk school teachers and
temporary teacher education institutes and other teacher training
institutions to prepare for the comprehensive school teacher training
required by comprehensive school reform. All teacher training was
incorporated into the faculties of education at universities and other
institutions of higher education.

The new Decree on the Degrees and Studies in Education was issued
in 1978 and led to the creation of degree programmes for class teachers,
comprehensive and upper secondary school subject teachers and
educational planners, as well as programmes for special education teachers
and student counsellors, which could be characterised as being post-
graduate studies. The Decree included provisions, which aimed to
guarantee the national uniformity of teacher training. The Decree had
come into force on 1st August 1979, but for subject teachers, similar
provisions only became valid in 1980, as the decrees governing degrees
in the humanities and natural sciences, in theology and in sports sciences
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as well as university degrees in art and design and higher education degrees
in music, which played a significant role in steering subject teacher
training, came into force at the beginning of August 1980.

The first class teachers with degrees from the new system graduated
in 1983, but class teacher training was found to be inadequate just a few
years later.

University-level teacher training is currently provided by eleven
universities in Finland. The teacher training system is twofold: part of
the responsibility for training lies with the faculties of education, while
another part is carried out in co-operation with the faculties of different
teaching subjects. Studies conforming to the decrees governing teacher
training and degrees in education can be completed at eight universities,
four of which have two departments of teacher education. In addition, art
academies have their own system. Initial training for teachers in basic
education and at general upper secondary schools is governed by the
Decree on the Degrees in Education and Teacher Education (576/1995).
The provisions for teacher training schools operating under the auspices
of university faculties of education have been laid down in the Universities
Act (645/1997) and Decree (115/1998).

Teacher training is provided by the Universities of Helsinki, Joensuu,
Jyväskylä, Lapland, Oulu, Tampere and Turku and by the following art
academies, the Sibelius Academy, the University of Art and Design and
the Theatre Academy. The responsibility for Swedish-language teacher
training rests with the Åbo Akademi University. The faculties of education
are responsible for training kindergarten teachers, class teachers, special
education teachers and student counsellors, as well as teachers of home
economics, technical work and, to some extent, music teachers too. Other
subject teachers are trained in co-operation between departments of teacher
education and different subject departments.

3.1.2 Class Teacher Training

Class teacher training leads to the Master’s degree in education. The
provisions governing class teacher training and the objectives of the
training are included in the Decree on the Degrees in Education and
Teacher Education (576/1995, Section 12).
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OBJECTIVES AND CONTENTS OF TRAINING

The premise of the training is for students to familiarise themselves with:
• holistic human development;
• interaction between the teacher and the learner; and
• scientific theories concerning the educational, learning and devel-

opment process and their applications to practical educational work
so as to be capable of creating their own meaningful working theories
and, when functioning as teachers, promoting the development of each
learner’s overall personality and the achievement of the objectives set
for the school’s educational and teaching work.

The training emphasises the theoretical and methodological contents of
multidisciplinary educational science and the subjects taught at school and
their practical applications. The objective is to link teaching and study to
scientific research in order for students to become capable of independently
analysing and solving educational problems and of developing their work
through research.

THE STRUCTURE OF TRAINING

The main subject in class teacher training is education. It will provide the
theoretical foundation for discharging teaching duties. A further objective
of the educational studies is to lead students to scientific thinking and
research. The scope of the Master’s degree in education is 160 credits
and students with the degree are eligible for postgraduate studies in
education. The pedagogical studies of teachers are partially included in
the studies in education.

The degree usually consists of the following study modules:
• language and communication studies or equivalent, 12 credits;
• education, 75 credits;
• teachers’ pedagogical studies, 35 credits;
• multidisciplinary studies in the subjects and thematic subject modules

taught at comprehensive school, 35 credits;
• subsidiary subject studies, 30–35 credits (including either two basic

study modules with a scope of 15 credits each or one subject study
module with a scope of 35 credits);

• free-choice studies, 3–8 credits.

In recent years, several degree programmes with different emphases have
been launched in class teacher training, such as English-language class
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teacher training, multiform training intended for adult students, a degree
programme with emphasis on education in media and communications
and a degree programme focusing on the application of technology.

The annual intake to class teacher training is about 780 students.

3.1.3 Subject Teacher Training

Subject teacher training includes studies in one or two teaching subjects
and the teachers’ pedagogical studies as part of the Master’s degree. A
teaching subject means a subject included on the curriculum of basic
education, upper secondary school or some other educational institution.
Studies in a teaching subject mean studies that promote the command of
the subject as required by teaching work. Teaching subject studies consist
of advanced studies in one subject, with a minimum scope of 55 credits,
and subject studies in a possible second subject, with a minimum scope
of 35 credits. (Decree 576/1995, Section 13.)

Subject teacher training is provided by universities in accordance with
the division of work laid down in decrees governing degrees in different
fields. The training is divided into two tracks; the faculties of education
are responsible for some training, while another part of the training is
carried out in co-operation between teacher education departments and
different subject departments. The faculties of education are responsible
for the training of subject teachers in home economics, textile work,
technical work and, to some extent, subject teachers in music, as well as
special education teachers and student counsellors.

Subject teacher training is regulated by field-specific decrees. These
are listed in the description of the pedagogical studies in Chapter 3.2
below. Students admitted to training for subject teachers in home
economics, technical work, textile work and music are selected by the
faculties of education, which will also mainly provide the training. In
terms of other subject teacher training, students are admitted to the
faculties or degree programmes representing different subjects and some
of them are usually only selected for subject teacher training later. At
some universities, however, students apply directly to subject teacher
training (such as training for subject teachers in mathematics, physics
and chemistry or religion). In addition, it is also possible to graduate as a
subject teacher by separately finishing the teachers’ pedagogical studies
upon completion of a university degree.

For the majority of people who complete subject teacher training, the
pedagogical studies consist of study contents orientating towards teaching
work.
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THE OBJECTIVES AND STRUCTURE OF THE PEDAGOGICAL STUDIES

The pedagogical studies of teachers provide students with the pedagogical
capabilities required for independent performance of teaching duties at
comprehensive schools, upper secondary schools and other educational
institutions. These studies may provide specific orientation towards
teaching duties at comprehensive and upper secondary schools as well as
at vocational institutions or in adult education and training. (Decree 576/
1995, Section 16.)

In addition to basic education and general upper secondary education,
the teaching practice included in the studies may also be completed at
folk high schools, vocational institutions, polytechnics, different
organisations specialising in adult education and training or at an open
university in a manner to be determined separately.

The basic objectives of the pedagogical studies are to
• develop those extensive learning and competence skills of students,

which current and future society requires of the teaching profession;
• train experts in the field of education and teaching, who are capable

of facing changes in society and in the living environment, because
the role of future teachers and educational experts will be to support
the skills- and knowledge-related, socio-ethical and psychological
growth and development of children, young people and adults.

The training places emphasis on students’ own commitment, self-direction
and personal and collaborative learning experiences in their growth
towards becoming teachers.

Strong theoretical thinking, reflection and evaluation of one’s own
actions and development as well as guidance towards good teaching
practices are very important in the studies. The objective is for students
to develop into teaching professionals, who will develop their own work
and working community.

The scope of the studies is 35 credits (the subject study module in
education) and students may include these in their degree as a subsidiary
subject. The studies consist of the following themes, for example:
• education, schooling and culture, 9 credits;
• learning environments and interaction, 9 credits;
• research and professional practices in education, 8 credits;
• specialist and advanced studies in professional practices, 9 credits.
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TEACHER TRAINING IN ARTS SUBJECTS

Visual arts teachers are trained by the University of Art and Design and
in the Degree Programme in Art Education at the University of Lapland.
The degree includes teaching subject studies in visual arts and the teachers’
pedagogical studies. (Decree 440/1994, Section 14; Yliopisto-opinnot
1999–2000 [University Studies in 1999–2000, in Finnish].)

Those studying to become subject teachers in music are enrolled onto
the Degree Programme in Music Education at the Sibelius Academy.  The
degree includes teaching subject studies in music and the teachers’
pedagogical studies. It is also possible to graduate as a subject teacher in
music from the University of Oulu, where students complete the Master’s
degree in education, and from the University of Jyväskylä with a Master
of Arts degree. (Decree 148/1995, Section 14; Yliopisto-opinnot 1999–
2000 [University Studies in 1999–2000, in Finnish].)

Provisions on the degrees for dance teachers and teachers in theatre
expression have been stipulated in the Decree on the University Degrees
in Theatre and Drama and Dance (216/1995). Teaching degrees include
command of the subject required by teaching work and the teachers’
pedagogical studies. Degrees in theatre and drama and dance can be
completed at the Theatre Academy and at the University of Tampere.
(Decree 216/1995, Section 17.)

The total annual intake to subject teachers’ pedagogical studies is about
1,500 students.

3.1.4 Vocational Teacher Training

At present, vocational teacher training is provided by five Finnish-
language vocational teacher education colleges. The colleges operate in
conjunction with polytechnics in Helsinki, Hämeenlinna, Tampere,
Jyväskylä and Oulu. Swedish-language teacher training is provided at
the Åbo Akademi University in Vaasa.

Vocational teacher education colleges provide pedagogical training
for teachers in vocational upper secondary education, at polytechnics and
vocational adult education centres. In addition, some staff developers,
coming from other sectors of working life outside the educational
institutions, also participate in the teachers’ pedagogical training every
year. At present, vocational teacher education colleges have trained about
1,000 teachers annually for the above-mentioned educational institutions
and for training assignments in other sectors of working life.

Vocational teacher training includes pedagogical training with a scope
of 35 credits, which is required of teachers operating at vocational
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institutions and polytechnics. On the one hand, vocational teacher training
consists of contents related to general teachership in common with non-
vocational teacher training and, on the other, vocational teacher training
clearly has separate premises and objectives specifically related to
vocational teaching, which are not included in the pedagogical training
provided by universities.

The premises of vocational teacher training are:
• vocational competence;
• development of working communities;
• people skills;
• pedagogical skills;
• networking and global competence;
• educational activities.

Vocational teacher training builds on two basic requirements: the degree
and work experience. When they apply for training, students are already
professionals with personal experience of a career in a certain field.
Student teachers are thus professionals in their own fields and can therefore
never be studying for their first qualification.

According to the relevant decree (455/1996), the studies in vocational
teacher training include studies in education and vocational pedagogy,
teaching practice and other studies.

The pedagogical studies of teachers may also be completed at a
vocational teacher education college by people who are not planning to
become teachers in vocational studies, such as those who have completed
the teaching subject studies included in subject teacher training at
university.

According to the curriculum, the studies include the following studies
and study modules:
• basic studies in education, 10 credits;
• studies in vocational pedagogy, 15 credits;
• teaching practice, 10 credits.

3.1.5 Student Counsellor Training

In the Master’s degree, training for student/pupil counsellors includes a
main subject in some field of education, the teachers’ pedagogical studies
either as part of the main subject or as a separately completed study module
and studies in student counselling. The scope of student counselling studies
is 35 credits and they provide professional capabilities for student
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counselling. Studies in student counselling may also be completed
separately upon completion of an appropriate degree or training. People
may apply for separate studies in student counselling, if they are qualified
to teach in basic education, at upper secondary schools or vocational
institutions, or if they have completed some other higher education degree
and have worked in teaching and counselling assignments. (Decree 576/
1996, Section 15.)

There have been very few full-time student counsellors in vocational
education and training. Educational guidance has been provided by
teachers given that task on top of their actual teaching work. Most of
them have completed student counsellor training. The responsibility for
training student counsellors for vocational education and training rests
with the Vocational Teacher Education Colleges of Hämeenlinna and
Jyväskylä. The new educational legislation, effective as from the
beginning of 1999, defines student counselling in vocational education
and training and the related qualifications required of teachers for the
first time. In the new decree (986/1998), the qualifications of student
counsellors are, in principle, defined in the same way as training required
of special education teachers; in other words, in addition to vocational
teaching qualifications, full-time student counsellors are required to have
training in student counselling with a minimum scope of 35 credits.

3.1.6 Training for Special Education Teachers

Training for special needs teachers and special class teachers leads to the
Master’s degree in education. This Master’s degree includes special
pedagogy as the main subject, the teachers’ pedagogical studies either as
part of the main subject or as a separate study module and studies in special
education. The scope of special education studies is 35 or 50 credits and
they provide professional capabilities for special education assignments.
The training also includes elective subsidiary subject studies.

In addition, training for special class teachers, similar to ordinary class
teachers, includes multidisciplinary studies in the subjects and thematic
subject modules taught at comprehensive school with a scope of 35 credits.
Special class teachers gain broader teaching qualifications than special
needs teachers to teach within both part-time special education and class
education.

The studies in special education may also be completed as a separate
study module upon completion of an appropriate degree or training.
Students admitted to separate studies in special education are either
qualified class teachers or have completed some other higher academic
(Master’s) degree or a higher education degree appropriate in the field of
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special education for children with intellectual disabilities. Training in
pre-primary level special education is open to kindergarten teachers.
(Decree 576/1995, Section 14.)

In the vocational education and training sector, special teacher training
has been the responsibility of the Vocational Teacher Education Colleges
of Hämeenlinna and Jyväskylä. The new educational legislation, effective
as from the beginning of 1999, also defined the qualifications of vocational
special education teachers, in principle, in the same way as training
required of student counsellors; in other words, in addition to vocational
teaching qualifications, they are required to have training in special
education with a minimum scope of 35 credits (Decree 986/1998).

3.2 PLACEMENT OF THE PEDAGOGICAL STUDIES IN TEACHER TRAINING

The teachers’ pedagogical studies constitute a requirement common to
all teachers. The teachers’ pedagogical studies are subject studies in
education, which emphasise didactics and include teaching practice. The
studies may orientate towards teaching assignments at comprehensive or
upper secondary schools, at vocational institutions or in adult education.
The scope of the teachers’ pedagogical studies is 35 credits, which may
either be included in degree programmes or be completed separately upon
completion of an appropriate degree. Pedagogical studies organised at
university may also orientate towards the duties of teachers in general
core subjects taught at vocational institutions. (Decree 576/1995.)

The Vocational Teacher Education Act (452/1996) determines that
vocational teacher education means teacher training that is necessary for
teachers and those planning to become teachers at polytechnics and
vocational institutions. In accordance with the relevant decree (455/1996),
the pedagogical studies include basic studies in education, studies in
vocational pedagogy and other studies. Applicants eligible for vocational
teacher training include those, who fulfil the qualifications requirements
set for teachers at polytechnics and vocational institutions in other respects,
i.e. in terms of basic educational requirements and work experience.
Provisions on the training required of special education teachers and
student counsellors at vocational institutions have been laid down in
Decision 122/011/1994 of the Ministry of Education.

The Decrees on the Degrees in the Humanities and Natural Sciences
(221/1994), in Sports Sciences (327/1994), in Social Sciences (245/1994),
in Psychology (318/1996), in Theology (517/1995) as well as on the
University Degrees in Art and Design (440/1994), in Theatre and Drama
and Dance (216/1995) and on the Degrees Conferred by the Sibelius
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Academy (148/1995) stipulate that the pedagogical studies of teachers
have the status of a subsidiary subject in teacher training in these fields.
The curricula of each field further specify the structure and contents of
the studies.

In addition, the Decree on the Qualifications of Educational Staff (986/
1998) determines that pedagogical studies form part of the requirements
for teaching qualifications.

The effective legislation and teacher training aim to ensure extensive
pedagogical qualifications. The fundamental idea is that students are to
achieve such core knowledge of teaching and learning that can be
generalised to all forms of education and training. The teachers’ pedagogical
studies thus form the common core material concerning all forms of teacher
training.
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4 ATTRACTION OF THE TEACHING
PROFESSION ON THE BASIS OF
APPLICANT VOLUMES

4.1 UNIVERSITY TEACHER TRAINING IN 1991–2000

4.1.1 Summary

There is an immediate need to increase student volumes in initial training
in several teacher groups. However, this is not without its share of
problems, particularly because the annual enrolment quotas reserved for
the teachers’ pedagogical studies cannot be reached in all teacher groups.
In some subjects and subject groups, this problem has already persisted
for several years. The following sections will examine developments in
the volumes of applicants for teacher training in the 1990’s through some
teacher groups. The material was collected from universities in the spring
of 2000. In terms of certain subject teacher groups, there are slight
inaccuracies, which are due to the different methods used by the
universities to compile the statistical information. In terms of subject
teacher training, the analysis will only concentrate on those who have
completed the pedagogical studies as part of their degree programmes.
Only a very few people have completed these studies separately upon
completion of a degree and the intake quotas for these studies have also
not usually been filled. However, the development trends are clear.

In addition, it should be borne in mind that the volumes of people
who completed the teachers’ pedagogical studies in the general core
subjects at a vocational teacher training college were 139, 168 and 123 in
1997, 1998 and 1999 respectively. These people are likely to aim to find
placements within the vocational education and training sector.

With the exception of class teachers, there have been no major
upheavals in gender distribution in the 1990’s, although some annual
variations can be detected.

4.1.2 Class Teacher Training

The applicant volumes for class teacher positions are manifold compared
with the number of those selected. In the late 1990’s, however, there was
a clear downward turn in applicant volumes, but this trend seems to have
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bucked in the spring of 2000. Consequently, the number of applicants is
not a problem in terms of class teacher training. Nevertheless, there is a
clearly visible trend that the profession is becoming increasingly
dominated by women. The number of male applicants and, subsequently,
male entrants has decreased over the last 10 years and the proportion of
men is clearly higher among retiring teachers than among entrants to
teacher training. Indeed, schools’ working methods should be developed
to also stimulate interest from boys. Research leads us to believe that
there is a direct connection with interest in the teaching profession among
upper secondary school boys.

4.1.3 Subject Teacher Training

The following table provides a summary of the quantitative situation of
subject teacher training in 1999 on the basis of age distribution,
qualifications situation and student volumes in terms of teachers in basic
education, general upper secondary education and in the core subjects at
the youth (upper secondary) level.

It should be taken into account, however, that not all those admitted
to teacher training actually begin or complete their studies. The real
number of graduates is therefore smaller than the number of applicants
selected.

A distinct subject-specific problem in university teacher training is
caused by the number of applicants for language teacher training in relation
to intake quotas. Applicant volumes have continued to decrease since the
early 1990’s and it is difficult to reverse the trend in the short term. The
drop in applicant volumes stopped in the spring of 2000, but it is clear
that the quotas can either just be filled or cannot be reached in large
language groups, such as English and Swedish. The picture for the entire
country does not tell the whole truth, because some universities can only
just reach their quotas, whereas others face obvious shortages. A
considerable number of new student places for pedagogical studies in
English and Swedish could not, as a rule, be filled in the spring of 2000.

Another clear problem is caused by the situation in mathematical
subjects. It was difficult throughout the 1990’s, but the quotas were usually
reached between 1992 and 1994. However, the situation has worsened
since the mid-1990’s and, in the spring of 1999, the proportions of unfilled
student places in the intake quotas were about 35% in mathematics and
chemistry and about 65% in physics, whereas half the places were filled
in computer science. In the spring of 2000, the situation remained
unchanged, but there was no further decrease in applicant volumes.
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Subject Aged Teaching Training Intake  Admitted
over 50 qualifications needs quota (applicants)

 for post in 1999
lacking

English 1,629 317 1,946 115 *** 108 (126)

Mathematics 1,347 257 1,604 190 113  (126)

Other national language, Swedish 781 145 926 93 *** 92 (113)

History and social studies  509 * 126 635 101 111 (192)

Pupil counselling, student counselling 372 214 586 60 60 (525)

German 358 44 402 54 *** 71 (83)

Physics  313 ** 39 352 95 29 (33)

Religion, Evangelical Lutheran  289 115 404 34 33 (154)

Chemistry  151 ** 32 183 60 34 (38)

French   154 46 200 30 *** 32 (41)

Psychology  111 26 137 *******

Business studies and typing   57 60 117

Religion, Greek Orthodox 39 42 81 5 ******** 5 (10)

Mother tongue and literature (Finnish) 961 272 1,233 163 149 (222)

Physical education; physical and
health education 566 390 956 51 51 (886)

Biology  431 74 505 45 41 (61)

Home economics  376 84 460 62 ***** 75 (374)

Craft/textile work  285 93 378 30 ****** 30 (204)

Visual arts  269 194 463 *******

Craft/technical work 221 114 335 36 36 (121)

Computer studies  229 222 451 30 14 (16)

Geography  146 24 170 45 43 (49)

Music  145 309 454 63 58 (378)

Other national language, Finnish 58 40 98 13 (14)

Russian  44 24 68 36 *** 37 (56)

Mother tongue and literature (Swedish) 47 28 75 5  (5)

Philosophy  22 22 44 10 16 (20)

Spanish  21 25 46 ****

Italian  11 10 21 5 1 (1)

Agriculture and forestry, horticulture 10 25

Latin  9 0 9 18 **** 12 (15)

Other language  7 16 23

Ethics 6 5 10

Mother tongue and literature (Sami) 4 3 7 5 1 (1)

Finnish as a second and as a foreign language 10 4 (6)

* incl. study module ‘social, business and labour-market subjects’ in vocational education
** incl. both physics and chemistry teachers in terms of vocational education
*** quota for Tampere included in a common quota for foreign languages
**** common training in Spanish and Latin in Helsinki and common training in Spanish, Italian and

Latin in Jyväskylä
***** home economics in Helsinki, both home economics and textile work in Savonlinna
****** only in Helsinki, figures for Savonlinna under home economics (see above)
******* impossible to give precise figures due to different practices; however, applicant volumes clearly

exceeded intake quotas
******** training starts every other year, figures from 1998
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In terms of biology and geography teachers, the number of applicants
is slightly in excess of intake quotas.

Art and practical subjects, including physical education, home
economics, craft, music and visual arts, have enjoyed applicant volumes
that are many times higher than intake quotas. Usually less than 20% of
applicants are selected for training, the most difficult to get into being
physical education, where less than 6% of applicants are successful.

The applicant situation in mother tongue (about 70%), history (about
55%), Evangelical Lutheran religion (about 22%), Greek Orthodox
religion (about 50%), psychology (about 26%) and philosophy (about
75–90%) has remained stable; the percentages of selected students in
brackets illustrate the good situation in these subjects.

4.1.4 Training for Special Education Teachers

There are plenty of applicants for special education teacher training, as
those selected for separate studies in special education and for Master’s
programmes account for 16% and 8% of applicants respectively. There
has been a slight upward trend in applicant volumes. However, a
significant part of those who have received special education teacher
training will not become special education teachers. Instead, many class
teachers in particular, but also some subject teachers, participate because
they are seeking to strengthen their competence. In terms of the quality
of training, this can probably be considered to be positive, but the situation
in special education will not improve as desired, in spite of the increase
in the provision of training. For the development of the contents of initial
teacher training, the prevailing situation sends a clear message: teachers
need special pedagogical skills that are not completely provided by the
current training.

4.1.5 Student Counsellor Training

In terms of student counsellor training, the situation is the same as in
special education teacher training: there has been a relatively steady flow
of applicants and just over 10% of them are selected for training. There is
no particular survey concerning the proportion of teachers with this
training who actually become pupil or student counsellors, but it seems
that this is the case with a considerably larger group than in special
education.



42

TEACHERS IN 2010

4.2 VOCATIONAL TEACHER TRAINING

An analysis of applicant volumes to vocational teacher training shows
that these have remained relatively stable over recent years. There is some
variation by sector of education. Applicant numbers in the natural
resources sector have varied by a few dozen people from year to year and
the average annual intake has been about 50 students. Applicant volumes
in the technology and transport sector have remained unchanged, with
the exception of 1997, when volumes were clearly higher. Applicant
volumes in business and administration have decreased steadily since
1997. The tourism, catering and home economics sector has consistently
enjoyed high applicant volumes in recent years. Conversely, the health
and social services sector has witnessed a steady decline in applicant
volumes since 1997. Volumes in the culture sector decreased until 1998,
but 1999 saw an upward turn. Applicant volumes for the core subjects
have decreased considerably since 1997.

Although applicant volumes appear to have remained high, vocational
education and training also involve a problem that cannot be seen in the
sector-specific graph. There are significant variations between different
fields of study within sectors. In particular, the technology and transport
sector includes teacher training programmes, which are in need of more
applicants. Conversely, there are plenty of applicants to health and social
services, but the need is smaller. Another major problem in the technology
and transport sector is the fact that, to a large extent, those who have
completed teacher training in the field find placements in assignments
outside teaching.
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5.1 BACKGROUND

The following sections will present the key content-related development
areas. The sub-reports include more detailed proposals for each of the
individual sectors. The proposals have been grouped under three main
headings: Teachers’ Changing Work, Everyday Work at Educational
Institutions and Change Needs in Training. In accordance with the role
of the project, the analysis has been defined to focus on teacher training.
More background information and justifications can be found in the
project’s sub-reports. Some of the proposals include a specific statement
that they should be taken into account in continuing training. However,
the general starting point is that all proposals concern both initial and
continuing training and, unless otherwise indicated, are applicable to all
teacher groups in both general and vocational education.

5.2 TEACHERS’ CHANGING WORK

THE CONCEPTIONS OF HUMANITY, KNOWLEDGE AND LEARNING FORM THE
FOUNDATIONS FOR TEACHING

Each teacher needs a self-developed working theory – in other words, a
view on teaching work and its foundations – to form a backbone for his or
her work. It will live and develop and will never be unfinished or complete.
The working theory is based on conceptions of humanity, knowledge and
learning. Contemplation of these conceptions will have to be an integrated
part of all forms of initial and continuing training. Teachers’ conscious
approach to work is a key objective of teacher training.
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TEACHERS ARE SPOKESPEOPLE FOR LEARNERS AS
CO-ORDINATORS OF EXPERT CO-OPERATION

Together with teaching practice, theoretical studies included in the
pedagogical studies must guide teachers towards expert co-operation to
get in contact with other experts, to assume shared responsibility for what
is best for individual children or young people. Overall responsibility is divided
between several experts, but the initiators and co-ordinators are usually
teachers. This requires that teachers have the will and the ability to co-
operate and to renounce the burdens of omnipotence. Initial training is to
educate them for this purpose and continuing training must guide those
already in working life in this direction.

TEACHERSHIP IS INCREASINGLY ABOUT FACING CHANGE,
LIVING WITH IT AND INFLUENCING IT

The teachership of the future means readiness to actively participate in
discussions concerning the direction of society, the ability to influence the
substance of the discussions and the will to steer development. At the
same time, it shows itself in a will to constantly build one’s own teachership
towards something new on the basis of these building blocks. In the social
sense, teacher training will have to assume a much more active role than at
present in terms of both research and participation in discussions as well
as in training.

The most important skill of teachers engaged in knowledge work is for
themselves to continuously analyse change in their environment, to put it in
proportion against their own realistic possibilities and to determine which
of the changes and their consequences are the most important in terms of
their own work. This means that readiness to let go of the past is at least as
important as the ability to exploit the most recent knowledge in the
development of their own work. In addition, each teacher also needs a
strong personal view on education to form a basis for his or her choices.
This is a goal shared by all future-orientated teacher trainers.
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SOCIAL KNOWLEDGE AND COMMAND OF THE MEANS OF DEMOCRATIC
PARTICIPATION ARE EMPHASISED AS THE PREREQUISITE FOR

THE DEVELOPMENT OF EVERY TEACHER AND
THE SCHOOL COMMUNITY AS A WHOLE

Teacher training in all its forms will have to include social study contents,
which will help students to see and interpret prevalent phenomena. This is
necessary in order for teachers to understand their students’ social
backgrounds and reactions arising from these. A more thorough
understanding of the mechanisms of the economy will provide a foundation
to both understanding and influencing local-level decision-making
processes. This will not require any increase in the number of contents, but
it will entail reform of the current contents of training for all teacher groups.
It is also needed in continuing training, which means that the trainees’
extensive previous experience will provide opportunities for diverse
approaches.

One form of professional development in continuing training may be projects
that develop teachers’ own pedagogical skills and the surrounding
community hand in hand. Students and local inhabitants may also be
integrated into such projects.

TEACHERSHIP IN TERMS OF ENCOUNTERS

Competence in special pedagogy will have to play a significant role in
teaching work and in the school community as a whole. This concerns all
teachers, not just special education teachers. The same need is equally
valid for class, subject and vocational teacher training. Special pedagogy
is needed at all levels of teacher training. Other study contents related to
facing diversity, although important as such, are not enough on their own.

Facing multiculturalism will have to be part of all teacher training. All teachers
need to be capable of working in multicultural environments. These contents
are best suited to modules that deal with facing diversity. At some point in
teaching practice, all participants in training should work with
multiculturalism. In addition to initial training, this presents a significant
challenge to continuing training. All levels need continuing training that
familiarises teachers with immigrant education.

Guidance-related contents will have to be included as part of the
pedagogical studies for all those in subject teacher training and in vocational
teacher training.
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TEACHERS’ PROFESSIONAL SKILLS SHOW AS READINESS TO EXPLOIT
THE LEARNING OPPORTUNITIES OFFERED BY THE ENVIRONMENT

Through its own example and implementation methods, teacher training
should communicate an outwardly co-operative approach. The autonomy
of educational institutions as learning environments is a thing of the past.
Teacher training should therefore include study assignments and even
practical training in other forms of educational institution and in organisations
operating outside the educational sector, such as hospitals, companies
and associations, or in voluntary work. This will also guide towards reform
of different forms of continuing training.

Pupils in the highest forms of basic education and students in post-basic
education have good capabilities to function well in open learning
environments. However, all forms of teacher training will have to guide
teachers to actively search for new partnerships and operating
environments.

VIRTUALITY COMES AND CHANGES TEACHERS’ JOB DESCRIPTIONS BUT
WILL NOT DECREASE THE NEED FOR TEACHERS

Dealing with and use of virtuality is part of all forms of teacher training. Its
role will also increase significantly in the study contents and implementation
forms of continuing training. However, the expansion of virtuality as the
one-sided learning environment for all students must be viewed critically.
Learning environments will have to be developed on the basis of the
accessibility of education that provides equality and enables progression
at different speeds and levels. Teacher training is to provide capabilities to
use up-to-date equipment. At the same time, it must seek out new kinds of
operating solutions for teachers in their role as supporters of pupils and as
part of their changing work. The school’s educational role will still remain
an important part of its socialisation task. Working life organisations need
employees with social and interaction skills in particular. Teacher training is
to search for new methods to develop these skills in new study cultures.
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INTERNATIONALISM WILL BE PART OF EVERYDAY LIFE AT
ALL EDUCATIONAL INSTITUTIONS IN 2010

Internationalisation requires that teachers have language skills, which
vocational teachers must complement with occupational terminology.
Knowledge of the cultures of partner countries is also a necessity. In addition,
teachers need project management skills, because many forms of co-
operation originate in joint projects between different countries. These skills
needs are challenges to continuing training in particular.

5.3 EVERYDAY WORK AT EDUCATIONAL INSTITUTIONS

TEACHERSHIP MEANS THE ABILITY TO WORK IN A COMMUNITY AND
TO DEVELOP TEACHING TOGETHER

Learning in working communities will become more important. This will
have to be particularly visible in continuing training as a shift of focus towards
training in working communities. In addition, the effectiveness of training
outside the working community will also be increased by the attendance of
more than one of its teachers on the training course.

During their compulsory and often relatively lengthy periods of work
experience, vocational teachers have operated in working life organisations;
many have also held managerial positions. However, their teacher training
will also have to include study contents concerning organisations and their
operations.

In order for educational institutions to function as constantly developing
learning organisations, initial teacher training must provide students with a
model of a learning organisation and involve them in its operations. Study
will have to be organised as a process that consolidates collegial working
skills and exploits the principles of communal learning. It will have to include
solutions, where teachers of the future work as responsible groups from
the very outset, i.e. as certain kinds of teacher communities, whose training
is built on long-term and focused co-operation. Such groups search for
the contents of their studies in the school’s natural planning and decision-
making situations.

Both initial and continuing training must deal with operations and problem-
solving methods in a working community. It is also important to examine
the realisation of individually differentiating interests within the group. A
community working like this may also take joint responsibility for producing
learning assignments.
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The achievement of the planned additional training, effective at both
individual and community levels, requires long-term planning. All education
providers, local authorities and educational institutions need to have a staff
plan, the key part of which is a development plan. This is made up of the
continuing training programme agreed by the employer with each individual
employee, which sets objectives and training forms that will support the
objectives of the educational institution and form a central part of the
institution’s objective-setting and development efforts. At the same time, it
includes an agreement on the allocation of both temporal and financial
resources.

THE ROLE OF THE HEAD TEACHER AS THE ENGINE OF THE INSTITUTION
WILL BECOME MORE IMPORTANT

Although it is good to form an idea of a rector’s work in initial teacher training,
the place for actual rector training is within continuing training. It may be
offered as a specialisation option to those students in teacher training who
already have sufficient experience of teaching work.

Leadership training will also have to form a process, where people at different
stages of development will help each other by sharing experiences. The
internationalising contacts of educational institutions will have to be included
as an integral part of leadership training.

The management culture of educational institutions has remained virtually
unchanged for decades. The rector is very much solely responsible for the
school’s operations. The school management culture is in need of strong
development, where distributed leadership and rotating responsibilities
would commit all members of the working community to take part both in
development and in responsibility and decision-making. Some countries
have experimented with the position of a ‘managing teacher’, which could
also be a development trend worthy of consideration in Finnish schools.
This would enable the creation of opportunities for career rotation at school,
on the one hand, and prevent overwhelming the rector, on the other. The
managing teachers would be responsible for the development of instruction
in their own speciality area and, as a group, they could function as a sort of
board to assist the rector. They could also assume responsibility for
supervising teaching assistants and for familiarising new teachers with the
operations of the working community.
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CLOSER NETWORKING IS PART OF INCREASING CO-OPERATION

In addition, initial training must already guide towards co-operation between
educational institutions operating in different educational sectors through
teaching practice, for example.

Working life contacts will have to form part of the everyday activities of
educational institutions at all levels of education. As part of their continuing
training, all teachers should at some point spend a period of several months
outside their own educational institution in working life. At the first stage, it
is important to familiarise oneself with other teachers’ work for the sake of
broad understanding and respect but, at a later stage, teachers should
also be able to spend a certain period of time working in other working life
organisations. Naturally, this is of particular importance to teachers at
vocational institutions.

The most efficient way to develop contacts between schools and businesses
is to exploit the expertise and contacts of pupils’ parents and other
guardians. Co-operation with businesses could be one of the themes for
the continuing training of the school or an individual teacher. Interaction
between teacher education departments, municipal employers and other
interest groups should be further consolidated and focused through joint
consultative committees, for example.

MUNICIPAL EDUCATION SERVICES NEED EXPERT DIRECTION

A separate survey needs to be conducted on the management of municipal
education services at the local level. It must be based on both qualitative
and quantitative analysis.
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5.4 CHANGE NEEDS IN TRAINING

TEACHERS’ PROFESSIONAL GROWTH IS A PROCESS IN LINE WITH
THE PRINCIPLE OF LIFELONG LEARNING, WHERE INITIAL AND

CONTINUING TRAINING FORM AN INTEGRATED WHOLE

Continuing training will have to be linked more clearly to initial teacher training
than is the case at present. At the same time, this will be a breakaway from
the old aspiration to include all good things in the initial training phase. In
practical terms, this will have to mean that initial training bodies take
increasing responsibility for continuing training. Initial training contents must
be subjected to selection and screening in the spirit of the new conceptions
of knowledge and learning. Continuing training needs to be based on an
individual’s own development plan, the content and implementation of which
will be agreed together with the employer.

Together with employers, the bodies responsible for initial pedagogical
training will have to launch what is known as induction training to familiarise
students with work. This will require guidance and support systems and
people to take responsibility for them at educational institutions. Information
networks also provide new, as yet unexploited opportunities for these
activities.

TEACHER TRAINING MUST ENABLE INDIVIDUAL STUDENT SOLUTIONS

Degree programmes will have to be more flexible than at present and they
need to provide opportunities both for new subject combinations and for
working in different forms and levels of education. In addition to teaching
practice opportunities, this means that educational and elective studies in
particular should be more extensively interwoven with different learning
environments and forms of educational institution than at present.

Study will have to be based more on individual learning programmes than
at present, in order for the objectives of training to serve the needs of both
individuals and their future work. The minefield of options and the objectives
of processuality and of growth into communality and co-operation will call
for student counselling and tutoring in teacher training too.
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THE SHARED ELEMENTS IN TEACHER TRAINING MUST BE CONSOLIDATED

Teacher training will have to support teachers’ readiness to work at different
levels of education in both vocational and general education. The shared
elements and contents of training will have to be consolidated, bearing in
mind the specialist expertise required in different sectors. A common teacher
identity can be strengthened in training through joint study modules for
different teacher groups, by working in the same groups and by writing
joint theses, for example. The prerequisites for co-operation may also be
increased between university and vocational teacher training. Some studies
could be freely chosen from either form of higher education. This would
already create experiences of co-operation across institutional borders
during teachers’ study years. Nevertheless, this must not lead to excessively
fragmented pedagogical studies. Teaching practice will have to enable
students to obtain experiences from different school forms and of students
of different ages, irrespective of their ultimate orientation.

Shared elements will also have to be exploited in different initial and
continuing teacher training solutions. This is possible in long-term training
in particular, provided that some studies are organised as common to
different groups and that study groups are based on co-operation between
teachers from different school forms. Expertise may also be developed by
exploiting other school forms as continuing training environments.

Continuing training should also include opportunities for teachers to switch
to work at other educational institutions for a fixed term. As part of their
continuing training, it would be necessary for teacher trainers to work as
teachers ‘in the field’ in order to retain their awareness of everyday reality.

The opportunities and motivation of students to study subject study modules
in teaching subjects in class teacher training and ‘multidisciplinary’ studies
in subject teacher training will have to be supported. This will provide more
opportunities for the implementation of uniform comprehensive school
practices and will help small municipalities to recruit qualified subject
teachers.

This idea of general pedagogical qualifications works well in theory but
very rarely in practice. It is therefore necessary to search for solutions by
revising the pedagogical study contents, developing subject study modules,
diversifying teaching practice and reforming continuing training.
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Pedagogical capabilities would be considerably increased by more clearly
focusing educational contents towards creating closer links between didactic
contents and subject contents. Studies in teaching subjects must be
developed in all forms of teacher training so as to create a much closer
connection between subject content and pedagogy than at present. This
will bring more latitude to pedagogical studies, enabling students to
familiarise themselves with teaching in several different educational sectors.

Work induction and pre-employment training must improve the prerequisites
for working in different educational sectors and for moving from one school
form to another.

CO-OPERATION IN TEACHER TRAINING WITHIN UNIVERSITIES AND
POLYTECHNICS MUST BE MADE TO WORK

In all respects, academic teacher training is based on the connection
between research, research-based theory and practice. This will have to
be made more visible in joint research projects between several different
bodies and it will have to replace individual projects led by different
organisations.

On the basis of their teacher training strategies, universities will have to
express their concrete teacher training views and objectives in terms of
initial and continuing training. This should be visible in the allocation of
sufficient resources to teacher training. The need will become more
pronounced over the next 10 years, when teacher training volumes will be
increased. The need to increase volumes and resources will also concern
vocational teacher training.

CO-OPERATION WITHIN THE UNIVERSITY AND VOCATIONAL TEACHER
EDUCATION COLLEGE SECTORS AND BETWEEN UNIVERSITY AND

VOCATIONAL TEACHER TRAINING MUST BE INTENSIFIED

Crossing the boundaries between institutions of higher education should
be actively increased. Both the impending shortage of teachers and the
functionality of the ‘affiliate’ towns involve the need for networking and for
subject departments to get into the field, as it were, to organise study
modules outside the main university town. At the same time, this will make
it possible to utilise expertise in different organisations. Instruction can be
distributed and even organised within another university. The same networks
should also be exploited in continuing training. The opportunities provided
by the open university have so far remained almost completely unexploited
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in this respect. Virtual solutions and on-line environments will provide co-
operation with excellent new opportunities. The responsibility for launching
and cementing this co-operation lies with the organisations themselves.

By opening up opportunities for teachers with vocational teacher training
to study university study modules, it will become easier to transfer and
work across the boundaries between educational institutions and
educational sectors.

Joint fixed-term research teams and projects between teacher education
colleges and universities are needed for research into learning and teaching.

Teacher education colleges will have to be developed within the polytechnics
so that they each specialise in teacher training in certain fields and will
assume responsibility for the development of their specialist fields.

New pilot projects need to start, where the vocational and university teacher
training sectors will work together, implementing joint study units, teaching
practice, study assignments, etc. These projects should involve research
to analyse shared experiences for more extensive use.

THE ATTRACTION OF THE TEACHING PROFESSION MUST BE INCREASED

Responsibility for a sufficient level of interest in the teaching profession is
shared by society as a whole. It will not be resolved through administrative
orders. The general atmosphere in society must be made to back up
appreciation for education and, subsequently, teaching work. This is a task
for all citizens in terms of believing in the significance of education as a
competitive factor of both the nation and individual citizens.
Appreciation for the teaching profession must be improved. This will be
best achieved by increasing opportunities for teachers to succeed in their
work. This in turn will increase teachers’ job satisfaction, which will be
reflected in the work of their pupils. The teacher training sector is responsible
for the implementation of training that will provide teachers with sufficient
capabilities for their work. Continuing training should update and develop
competence. This entails a stronger analysis of society than at present
and, as a result, attaching educational and social study contents to society
and developing applied research concerning learning and teaching so as
to support teachers’ everyday work.

Universities and vocational teacher education colleges will have to present
the teaching profession and teacher training in a new way, by means such
as brochures, information meetings, electronic media, etc. Co-operation
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with employee and employer organisations and with student counselling at
general upper secondary schools is a necessity.

Teaching work must be developed in a more modern direction. This will
mean a reforming job description, which makes it possible to work both in
different educational sectors and, on a part-time basis, outside the
educational sector, for example. This would bring a new, dynamic tone to
the profession. Such solutions must not, however, jeopardise the long-
term development of teaching or make studies fragmented from students’
point of view. The development of new solutions is in the hands of employers
and employees. This is a question of courage to pursue new horizons, of
creativity and sensibility; there are no statutes to prevent it.

The teaching profession has not provided many opportunities for career
advancement. This is also something that will have to be introduced into
the teaching profession. The encouraging pay system, which many other
fields already have, should also be extended to cover the teaching profession
by rewarding participation in training, for example. In addition to urgent
reform of the working time system, this is an important task for employer
and employee organisations.

Both vocational teacher education colleges and universities must co-operate
in the dissemination of information, recruitment and student selection. They
must together find ways to ensure that each occupational field obtains a
sufficient number of vocationally qualified applicants and the selection
methods to identify qualified individuals suitable for teaching assignments.
The threshold criterion for selection to vocational teacher training must still
be sufficient professional qualifications, i.e. an appropriate educational
background and sufficient work experience suitable for teaching
assignments. Assessment of professional qualifications must be developed
urgently.

The proportion of men in class teacher groups and in some subject teacher
groups should be increased. This may mean the development of the
teaching profession and working terms and conditions in educational
institutions to make them more appealing to both male pupils and men.
This is equally a challenge both for implementers of initial and continuing
teacher training and for employers.
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STUDENT SELECTION MUST PROMOTE TEACHING STAFF DEVELOPMENT AS
A DIVERSE PROFESSION IN TERMS OF VIEWS, EXPERIENCES AND TALENT

Student selection needs to be developed on a continuous basis. Diversity
is richness to strive for. A diverse profession is able to meet the challenges
presented by a very heterogeneous group of pupils. It is important to develop
means of attracting people with special talents into teacher training. There
is a constant need for selection models that will also ensure access to
teacher training for those who have already gained experience of life and
experience from work and previous occupations. At the same time, this will
expand the foundation for recruitment of teachers to mathematical subjects
and the technical field in particular. Assessment of aptitude must continue
to play a decisive role in future selection processes.

THE ACKNOWLEDGEMENT OF TEACHERS’ CAREER DEVELOPMENT
AS A CONTINUUM MUST BE MANIFESTED BOTH IN TEACHERS’ OWN WILL

 TO DEVELOP THEMSELVES THROUGH ADDITIONAL TRAINING AND IN
THE INTELLECTUAL AND FINANCIAL SUPPORT ALLOCATED BY

EMPLOYERS TO TRAINING

Teachers themselves must want to develop in their work. The contents
and forms of continuing training should be further developed so as to serve
individual needs. The renewing effect of training, new partnerships and the
feeling of being able to develop one’s work after training are the best ways
to motivate people to train themselves. Continuing training is an important
part of development. Consequently, employers must ensure the availability
and methodicalness of continuing training and its sufficient resource
allocation. It is necessary to guarantee that teachers working in all parts of
the country and in all sectors of education receive a sufficient amount of
continuing training. The primary responsibility lies with the employers, but it
is shared by the central administration in terms of government-funded
continuing training.

It will also be essential in the future that the implementation of the continuing
training topics with special importance in terms of education policy will be
strongly supported through state contributions. This is a prerequisite for
equal training opportunities.

To ensure the effectiveness of continuing training, more individual
development plans should be drawn up compared with today. These are
dealt with in co-operation with the rector, which means that the rector will
also commit to them both intellectually and financially. At the same time,
the rector can co-ordinate them with a view to supporting the development
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of the educational institution. For the teacher, this methodical approach will
provide security and continuity. In addition, this will improve methodicalness
in terms of each local authority or education provider and increase both
effectiveness and economy.

In the provision of continuing training, both purchasers and providers must
aim to train working pairs, teams and entire teaching bodies more clearly
than before, in order to increase effectiveness. In terms of small lower stage
(primary) schools, it is possible to form corresponding teams through teacher
networking.

THEORY AND PRACTICE MUST MEET

Teaching practice will have to combine theory and practice in concrete
terms. For this reason, teacher education departments/colleges and teacher
training schools will have to plan theoretical studies and teaching practice
together, being aware of the objectives, contents and implementation
methods of different study modules. By partially combining subject didactic
and subject content instruction and by implementing this instruction in the
teacher training school environment, it is possible to gain much needed
practicality for the studies.

Teaching practice must be sufficiently extensive. It will also have to provide
alternative opportunities to gain experiences of working in different school
forms without compromising sufficient in-depth concentration on teaching
in a particular form of educational institution. This will open up new
opportunities for co-operation between teacher education departments,
teacher training schools and different educational institutions, which will
benefit all parties. Alternatives will have to be offered in all forms of teacher
training in all different school sectors from the lowest forms of basic
education to liberal adult education and other forms of adult education and
training. This can be achieved through broadening co-operation between
different teacher training bodies. The responsibility for taking initiative is
shared by all parties. Nevertheless, this must not lead to excessive
fragmentation of teaching practice.

Teaching practice must guarantee high-quality guidance, which will show
co-operation between teachers, sound command of research into learning
and teaching and its application combined with knowledge of pupils. In
addition, it must provide experiences from school development projects,
co-operation between different school forms and different sectors of society,
from new learning environments and teaching aids and a picture of
continuing professional development in particular, which will link initial and
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continuing training. This is a demanding challenge and requires constant
continuing and further training from all teacher trainers and from teachers
supervising teaching practice at different educational institutions as well as
division of work and co-operation between different organisations. New
types of shared posts offer one way of increasing co-operation.

Educational studies must include analysis of educational, teaching and
learning phenomena in their natural environments. Modules planned and
implemented jointly by teachers in education, didactics and at teacher
training schools are an important way to meet this challenge and enable a
new kind of division of work. Diverse co-operation with different educational
institutions will support this objective. This is how research into teaching
can be focused more on applied research in order to bring new tools to
everyday teaching work.

The educational orientation of vocational teachers will have to be
strengthened by developing pedagogical study contents.

TEACHERS MUST COMMAND THEIR OWN CONTENT AREAS

Making the teaching profession more extensive and the aspiration to take
overall responsibility for individual pupils must not lead to neglect of content
competence. In terms of vocational teacher training, student selection will
also have to guarantee sufficient vocational competence in the future.
Recruitment and selection methods will have to direct applicants with strong
vocational competence into training. Command of substance is a particular
challenge to continuing training, as educational issues are diversifying and
subject contents are changing in all forms of education and training. This is
why it has to be constant and provide an opportunity to also update and
develop competence at workplaces.
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ELABORATION OF CURRICULA AND EVALUATION OF EDUCATION MUST LIE
AT THE HEART OF ALL TEACHER TRAINING

Capabilities for the elaboration of curricula must be systematically
consolidated through training. This means emphasising the significance of
the process in addition to the written outcome. The most important thing is
to constantly contemplate the goals of the work on the basis of values and
in co-operation with parents, colleagues and the key partners in other
sectors of society, such as social, leisure, cultural and safety and security
services. Both initial and continuing training must also guide students
towards the task and operational ideas of evaluation. The responsibility for
this is shared by all teacher training bodies. These study contents are an
equally natural part of the pedagogical studies in general, of teaching practice
and of subject studies.

ISSUES OF TEACHERS’ RESPONSIBILITIES MUST BE INCLUDED AS
PART OF INITIAL TRAINING

A module dealing with teachers’ responsibilities must be included in initial
training or at the start of induction training, which follows on immediately.

COMMAND OF INFORMATION AND COMMUNICATIONS TECHNOLOGIES WILL
BECOME A BASIC SKILL COMPARABLE WITH READING, WRITING AND

ARITHMETIC AS EARLY AS IN BASIC EDUCATION

Successful exploitation and teaching of information and communications
technology requires that teacher training and each educational institution
have their own information strategy. In order for the use of ICT to become
an everyday reality, it is important that the curricula of all educational
institutions include the use of ICT as a continuum progressing from one
form to the next. This means that it will naturally also become a must for all
teachers.

For teacher education units, this means training teacher trainers to become
pedagogical experts in information technology. All of them will have to
extensively apply new teaching methods in their own teaching and in support
of their students’ growth into teachers, instead of individual courses worth
just a few credits. There needs to be urgent improvement of the situation
concerning insufficient IT equipment resources at teacher education units.
The primary responsibility for this lies with the universities and polytechnics
themselves.
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IT equipment and operating models should not be considered in teacher
training as being final, complete solutions, but students in teacher training
should be guided to critically examine the opportunities, limitations and
threats of technology. Experiences gained from the use of ICT as an aid to
study in continuing training should also be exploited in initial training.

ICT studies must emphasise an ethical perspective. This is of particular
importance due to the rapidly growing new forms of network usage
(electronic commerce, hackers, net addiction).

5.5 TRAINING FOR SPECIAL GROUPS

5.5.1 Sami People

On 23rd October 1998, the Ministry of Education set up a working group
tasked to prepare a proposal for training Sami-speaking subject teachers.
The working group was to make a proposal on the contents, structures,
implementation methods and schedule of training and to prepare a cost
estimate, to chart the situation in terms of participants in the training and
to make a proposal on selection criteria for the training. The Ministry of
Education published a report on this survey entitled Saamenkielisten

opettajien koulutus (Training for Sami-speaking Teachers, in Finnish).

Among other things, the working group proposed that the following issues
in particular be taken into account in training Sami-speaking teachers:
• The ultimate goal of the training is to support the preservation of the

special characteristics of Sami identity and culture through education
and instruction in their own language.

• In order to co-ordinate the training, a steering committee will be
established under the auspices of the University of Oulu to assume
overall responsibility for the training.

• The objective of the training is to achieve the most diverse teaching
qualifications possible.

• As the majority of students will complete their studies while working,
their study should be supported through personal study plans and
distance learning opportunities.

• Experiences gained from the training will be taken into account in the
provision of vocational education and training and vocational teacher
training in the Sami area.
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Based on these developments, the first students were selected in the
summer of 1999, as proposed by the working group, and their training
started in the autumn of that year.

5.5.2 Romany People

The primary aspiration in training teachers in the Romany language is to
get it started. The objective is to train such Romany teachers, who will be
able to develop their own language skills, including written language,
and to produce learning materials. The long-term objective is to provide
an opportunity to complete teacher training that includes a subsidiary
subject module (35 credits) in the Romany language.

5.5.3 Sign Language Users

Sign language teacher training should be developed and expanded. There
is demand for class teachers and kindergarten teachers using sign language,
subject teachers in sign language and those using sign language.

It is important to plan, test, use and develop sign language and
multilingual learning materials and to familiarise students with modern
teaching methods and ICT in the learning environment. There should be an
investigation into possible establishment of a virtual sign language school.

Instruction for Swedish-language children using sign language will
also have to be organised in Finland.

5.5.4 Development of Immigrant Education

As has already been noted, there is a need to include contents familiarising
students with immigrant education in initial training for all teachers.
Continuing training should also include these contents. Multiculturalism
should be dealt with as part of facing diversity. In addition, it is still
necessary to enable students in teacher training to specialise in immigrant
education within the framework of personal study plans.

In particular, opportunities to study Finnish/Swedish as a second
language with a focus on language instruction in immigrant education
should be increased, in order to bring the number of qualified teachers
willing to teach Finnish/Swedish as a second language up to a level
corresponding with other language teaching. This indicates the need to
provide the relevant subject study module (35 credits).

In addition, training for teachers in the numerous native languages of
immigrants should be developed. This will require national planning, co-
ordination and resource allocation from the central administration.
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In the Criteria for Pupil Assessment in Basic Education 1999, native
language instruction and Finnish/Swedish as a second language have been
transferred to form part of the mother tongue (Finnish/Swedish) syllabus.
This reform should also influence teacher training contents.

5.6 QUANTITATIVE TEACHER TRAINING NEEDS

5.6.1 Vocational Teacher Training

Quantitative teacher training needs are related to those changes occurring
in working life, which have a bearing on the demand for labour and,
subsequently, on the volumes of vocational education and training. If
education volumes have to be reduced or increased, this will also influence
the demand for teachers. Working life is constantly experiencing structural
changes. For example, primary production is diminishing and,
correspondingly, the information industry is expanding. The focus of
vocational education and training must be changed proportionately. Initial
vocational education cannot and need not react to small and temporary
changes, because any sudden increase in labour needs is addressed with
the aid of vocational adult education and training.

Vocational teacher education colleges also train teachers for
polytechnics and adult education centres, which means that the numbers
of teachers graduating from the colleges must be taken into account in
estimates of annual teacher training places.

In general terms, the teaching staff in vocational education are ageing.
In addition, several teachers have semi-retired, which means that they
only contribute about half of their normal time. Some teachers leave their
teaching positions for other reasons. Combined, all these factors will
increase the need for new teachers.

The educational legislation that came into force at the beginning of
1999 changed the scope of studies in initial vocational education to three
years. At the point when the new third years of study will start, the need
for teachers will be 15% higher than at present. Subsequently, however,
if the current student volumes are adhered to, the longer duration of studies
will not cause any further increase in teacher demand.

The large number of unqualified teachers working at educational
institutions increases the need for the teachers’ initial pedagogical training.
Training needs are also increased by the fact that, once they have qualified,
some teachers move on to adult education centres, where the number of
unqualified teachers is higher than at vocational institutions. There is
also mobility in the opposite direction. Some qualified teachers at adult
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education centres apply for more permanent posts at vocational
institutions, because a considerable proportion of teaching assignments
at adult education centres are fixed-term positions.

According to the Decree on the Qualifications of Educational Staff,
educational institutions or polytechnics may employ teachers to teach
vocational studies, provided that they fulfil the qualifications requirements
set for teachers in vocational studies in other respects, and that they
complete the teachers’ pedagogical studies with a minimum scope of 35
credits within three years of the commencement of the employment
relationship. The number of those teachers, who start teacher training
due to this training obligation, will be a few hundred per year, unless
there is a distinct change in the present teacher situation.

Among teachers at polytechnics and vocational adult education centres,
plenty are lacking the pedagogical qualifications at present and this will
also be true in the future. This will increase the annual intake needs in
vocational teacher training.

The current capacity of vocational teacher education colleges, which
was increased to 1,090 students for the year 2000 (and to 1,190 for 2001),
is just enough to meet teacher demand at upper secondary vocational
institutions. However, an equivalent number of new teachers with
pedagogical training is needed every year by polytechnics and vocational
adult education centres. This means that the annual intake for vocational
teacher education colleges should be doubled.

When volumes in vocational teacher training are increased (and/or when
the current intake is reallocated), the priorities for the next few years will
be the technology and transport sector in particular and its fields of metal-
work and machinery, vehicle technology and transport and construction.
The average age of teachers in these fields is higher than in other fields.

Correspondingly, there are plenty of teachers without formal
qualifications in the field of information technology. By IT teachers, we
do not only mean teachers of computer studies, but also those who master
the technology. Teachers in the construction field are also older. The
average age of teachers in forestry is also relatively high but, in view of
the present situation where education in forestry needs to be reduced,
there is no need to increase teacher training in the field.

5.6.2 University Teacher Training

It can be estimated that the total natural wastage among class teachers is
about 5,000. There are 1,400 class teachers without formal qualifications.
Of these, about 500 have some other teaching qualifications. Combined,
the natural wastage, the number of unqualified teachers and the launch of
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pre-school education throughout the country will result in the need to
train about 7,650 class teachers. The forecast reduction in the sizes of
age groups will decrease the need, but the increasingly young teaching
staff with a higher proportion of women will create higher demand for
substitute teachers. Consequently, on the basis of the existing statutes
and development trends, class teacher training needs to be increased by a
total of 500 student places over the next 10 years. If more pre-school
education is provided within the school sector instead of the day-care
sector than is assumed here, this will immediately result in further training
needs. In quantitative terms, demand for teachers will concentrate on
Southern Finland, but the problem will expand to cover the whole country
with increasing retirement rates. Sparsely populated areas have experienced
more problems in filling posts compared with previous years. There is a
visible tendency that the class teacher situation is better in sub-regions
with their own initial teacher training.

In subject teacher training, there is an immediate need to increase the
number of students admitted to teacher training at least in the English
language, mathematics, the other national language (Swedish), physical
education, biology, computer studies and special education. There will
also be a need to reach the current teacher quotas in physics, because the
natural wastage rate stands at 30 teachers per year and the current number
of those applying for training is the same. This would require that each
applicant be admitted to teacher training and that all of them also take up
jobs as teachers. In addition, the situation in terms of teachers in
Evangelical Lutheran and Greek Orthodox religion requires a slight
increase in training. In turn, the increase in the number of those admitted
to teacher training in computer studies is justified by the very low rate of
qualified teachers in the subject. The situation is similar for teachers in
Finnish as a second and foreign language. In terms of visual arts and
music, it was previously noted that there are plenty of applicants for these
subjects but, despite this, instruction in music in general upper secondary
education, for example, is often provided by part-time hourly paid
teachers, who have almost no formal qualifications. Consequently, the
numbers of students admitted to teacher training should also be increased
in these subjects. In terms of the other subjects, it is enough to ensure that
the current intake quotas for teacher training can be filled.

Teacher training needs in history will be smaller than at present.
Training for geography teachers can also be slightly reduced.

The situation is particularly alarming in terms of mathematical subjects,
because there are not even enough applicants to fill the current student
places. Many languages will also need an increase in applicants, in order
to increase student volumes of pedagogical studies.
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The analysis of teacher volumes here has been based on the effective
allocation of lessons and the financial resources currently available. Any
possible changes in these factors will cause changes both in overall training
needs and in terms of the relative proportions between different teacher
groups.

Teaching staff in liberal adult education and in other forms of adult
education and training and at polytechnics is also estimated to be ageing
in proportion to other teacher groups. Combined with the fact that the
proportion of these teachers moving to early retirement schemes is higher
than in other occupational groups, this will cause more teacher training
needs. As natural wastage is very high in terms of figures just in those
subjects, which have the most problems in filling their teacher training
places even at current intake rates (English, mathematics, mother tongue
and literature (Swedish)), new student recruitment measures are needed,
in addition to an increase in student places.

The current intake quotas do not cover demand for special education
teachers. However, the situation is much more complex for the reasons
explained above: the majority of those trained in special education will
return to their previous teaching positions instead of becoming special
education teachers, whereas the amount of special class education in
particular has increased dramatically over the last 10 years.

Migration to the Province of Southern Finland, and to the Helsinki
metropolitan area in particular, requires special measures from education
providers as well as education authorities, in order to guarantee qualified
instruction for all pupils.



65

6 PROPOSED ANTICIPATION
PROCEDURE

6.1 OVERVIEW

During its two years in operation, the project involved deliberations on
the role of and opportunities brought about by anticipation, in particular
through the expectations and requirements set on education and training
by society. The key thinking was of strong orientation towards motivating
parties operating outside the educational sector to take an active part in
joint efforts. The evaluation of the ESF projects also emphasised net-
working, but required functionality and reality from the networks. The
experiences gained from the work of the Consultative Committee
established for this reason (Chapter 1), combined with other methods
applied, other ESF anticipatory projects implemented and with their results
in particular, as well as the theoretical analysis based on futures research,
form a basis for the proposed anticipation procedure for teachers’ initial
and continuing training needs. The proposal was processed by the Steering
Committee and the researchers during the project’s entire two-year
operating period and was submitted for comment to interest groups. In
the last phase, three more experts were also invited to express their
opinions.

What, then, will the tasks and opportunities of education and training
be in the future? Education has been understood as being a pedagogical
expert task and it has not sufficiently been seen to be a social task. The
anticipation model adopted by the OPEPRO project, however, involves a
position in principle stating that, in addition to their educational and
teaching roles, teachers’ social tasks will be emphasised in the future. In
some people’s opinions, teachers’ roles as scientifically trained experts
who develop society involve some conflict, but it is a very real and eligible
direction. This is why the anticipation model includes this perspective. A
key objective is the ability of individual teachers to anticipate changes in
the environment, to develop their work on the basis of this and to act as
active participants as part of their community. This characterises all levels
of the proposed anticipation procedure.

Anticipation of teacher training emphasises the unity of qualitative
and quantitative analyses. The value choices taken, the objectives set and
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the policy lines created by political decision-makers at the national level
(normative and strategic anticipation), combined with anticipation
implemented by the central administration, will create conditions for local
teacher training activities. The operating conditions become concrete in
statutes, development plans and target outcome and performance
agreements.

However, all those mentioned above will need both qualitative and
quantitative analysed information as their basis. The population structure
by age group, the age structure and retirement rate by sector of education,
the age structure and educational background of teaching staff, the
volumes of applicants to teacher training, the availability and coverage
of continuing training, the changes occurring in demand for labour and
mobility, etc. are examples of quantitative factors, which will have to be
taken into account in anticipation carried out at a national level. It is
equally important to obtain information on the development of skills needs
in working life (qualifications), the different methods of providing
education and training used in different municipalities, teachers’ different
sets of assignments, the evaluation of learning outcomes, international
agreements, etc. In particular, this emphasises information gained from
different operating environments, as the averages are not enough to form
the whole truth. In addition, there should be information that combines
both the qualitative and the quantitative perspectives. Relevant material
includes reports on continuing training received by teaching staff, national
and regional changes in the economic structure and research into the
effectiveness of education and training. At a local level, on the other hand,
information on the local authorities’ own anticipation efforts and their
decisions concerning educational services and teaching staff combine
qualitative and quantitative anticipation into practical measures. These
create a decisive foundation for quantitative anticipation at a national
level. The signals perceived by teachers in their work form an important
part of anticipation.

The evaluation of ESF-funded projects conducted by the Ministry of
Education considered the combination of qualitative and quantitative
anticipation material as being a good, but also a laborious method, which
requires construction related to a particular frame of reference and operating
environment. A particular problem perceived in this context was the lack
of a common language caused by cultural differences between the worlds
of business and science. According to the evaluation, the development of
anticipation does not require the development of new methodologies as
much as the development and application of new procedures, operating
methods and combinations of these.
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Consequently, anticipation of education and training thus emphasises
the unity of qualitative and quantitative analyses and their effects on each
other. This has been adopted as the premise for the proposed anticipation
procedure.

Competence and qualifications have a central meaning in terms of the
proposed anticipation procedure. Their meaning is important for two
reasons. Firstly, it is necessary for teachers’ own training to examine the
factors that are related to high-quality and successful performance at work.
Secondly, analysis of competence and qualifications is of particular
importance in terms of the competence and work performance of students
– children, young people and adults alike. Education and training will
have to produce the skills needed in society. This means that we shall
have to be familiar with the contents of skills needs.

The procedure chosen for the OPEPRO project is to work with
scenarios. This solution aims to provide alternative visions of the future
primarily for the political decision-making system, but also at a local
level and for individual participants, in order to form a basis for their
own target-oriented activities. Anticipation of the future of teacher training
focuses on the use of expert methods, of which the Delphi and expert
panel techniques, for example, are well suited to national work.

From the perspective of the OPEPRO project, expert panels need
individuals, who
• are able to perceive opportunities;
• are evaluators, who evaluate whether the matters discussed are

precisely what we need; and
• are experts in education and training.

The tradition of the teaching profession has involved sticking with old
values. Tried and tested solutions and a sense of continuity have been
perceived as being the key elements that produce stability and safety.
However, different sets of values are struggling in education and training.
This is why we need interaction at different levels and in different sectors.
Indeed, the aim is a realistic, yet future-oriented discussion forum, where
social and education policies play a central role. It is essential to seek out
expertise. This is not necessarily guaranteed by having experts in a particular
field. Experts should therefore be gathered from across field boundaries.

The essential goal that emerges in qualitative analysis is the question,
‘Which skills should teachers possess in order for them to be able to
support the development of pupils in the best possible manner?’ However,
the time-span in the evaluation of the results of work is very long. The
time horizon in futures research is usually 10–20 years ahead. In teacher
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training, the time-span of analysis related to change is likely to be longer
than average. In such a time perspective, the margin of error in narrow
forecasts is multiplied when compared with short-term forecasts.
Anticipation involves continuous evaluation of the effects of the decisions
that have been taken.

It is essential to take the different training systems of different teacher
groups into account in the development of the anticipation of teacher
training. The extremes of the different alternatives are, for example, the
intense four- or five-year process of students in class teacher training, on
the one hand, and students in vocational teacher training studying on a
multiform programme based on numerous options and very little contact
teaching, or five years of studies in a particular subject combined with
the pedagogical studies taken upon completion of the degree, on the other.
For this reason, the proposed procedure aims to describe the eligible state
of affairs, the implementation of which will then find its best form at a
local level in individual teacher training units.

The anticipation procedure will be realised at four levels: national,
regional, individual and international levels. The progress of the
anticipation cycle is described in more detail at the end of this report.

6.2 NATIONAL LEVEL

By its nature, anticipation must be continuous. However, it requires time-
bound reviews in order to prevent the activities from becoming torpid in
routine repetition of the old motions. Here the starting point is anticipation
that takes a stand, instead of merely describing alternatives. This means
that national anticipation results in jointly processed and approved
objectives. Nevertheless, operating methods will not be modelled. The
normative anticipation will form a basis for strategic anticipation efforts,
leaving the main part of operative anticipation to the local level.

The purpose is not to form any new organisation or task. Anticipation
is part of the basic tasks of all planners, decision-makers and other
participants in the field of education and training. The aim is to use the
experiences gained and existing research and evaluations to develop such
forms of co-operation that will enable both the bodies and individuals
involved in the work and the decision-makers to enrich, consolidate and
facilitate their own anticipation tasks. Anticipation is a shared activity
and this is why precisely defined tasks are ill-suited to its nature. As the
extensive collaboration included in the proposal is still a new experience,
we have decided here to propose certain responsibilities in order to launch
the activities.
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In this context, we propose that an OPEPRO-type anticipation process,
a futures forum, be implemented about three years from now. In the forum,
a large number of interest groups will work together to specify the
objectives of teacher training and the measures related to achievement of
them. It is in line with the spirit of anticipation that the forum will also
evaluate the functionality of the procedure proposed here and establish
the development measures for the following period.

The proposal starts with the idea that the time-span for retrospective
analysis is three years. The benefits of such a short time-span are sensitivity
to react rapidly to any emerging changes and the same time cycle with
the target outcome and performance agreements made by the Ministry of
Education. Over the next three-year period, it is essential to update
information on changes concerning the attractiveness of teacher training,
the retirement rate of teaching staff, their qualifications situation and
accessibility of continuing training as well as those caused by decisions
on the provision of education and training arising from local level
measures. This would also provide important analysed evaluation
information for the preparation of the next round of performance
agreements.

In addition, the starting point is that the qualitative and quantitative
sectors of anticipation will not be separated, but that they will form an
integrated whole to be processed together, in accordance with the
arguments outlined above. In this analysis, the qualitative and content-
related solutions (the training structure, the structure of teaching posts,
the core curricula, integration solutions, co-operation between schools,
etc.) will have a direct link to both qualitative and quantitative initial and
continuing training needs. This link will be realised both at the level of
education and training in general and in terms of teacher training, which
is the specific target of analysis in this report. The analysis of the effects
of the above-mentioned factors reflected in the field of education and
training and in teacher training will, at the same time, provide material
for the anticipation of quantitative teacher training needs. Consequently,
the role of the forum will also be to contemplate (anticipate) the effects
of different phenomena on the training needs of different teacher groups.

The proposals presented here are based on the expert procedure. A
key part of anticipation is formed by the futures forum based on advance
material. The working method proposed here for the forum is the scenario-
based strategic working method. Methods suitable for information
acquisition include various expert methods, such as Delphi and expert
panels.
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The following diagram illustrates the progress of anticipation:

Figure 1. The progress of national anticipation.
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DIVISION OF ROLES

In this proposal, the role of the National Board of Education is to attend
to the co-ordination of the futures forum as a whole. It could be assisted by
a joint steering committee of the central administration and other parties,
in the same way as the OPEPRO project. As an expert administrative board,
the role of the National Board of Education would be to collect the anti-
cipation material related to challenges to education and training in order
to form a background memo for the process. In particular, the factors to
be examined include the significant decisions already taken, those
currently in preparation and those expected in the future along with their
results, which are related to skills needs, educational and economic
structures, decisions on lesson allocation, evaluation of learning outcomes,
allocation of resources to education and training, qualifications of teaching
staff, accessibility of continuing training, international agreements, etc.
In addition, analysis should also cover visible or assumed changes in the
future of work and skills needs. In the following cycle after three years,
changes will be examined in relation to the situation at the time of the
previous futures forum and beyond.

The collection of information on the future concerning the steering of
education and training emphasises a direct link with curricular work, the
management of the implementation of national key projects in education
and training and the co-ordination of government-funded continuing
training for teaching staff. Key research bodies and results obtained from
the evaluation of learning results, curricular processes and research into
teacher training may be used in support of staff at the National Board of
Education responsible for the collection and analysis of material. The
implementation and resource allocation will be agreed in the target
outcome agreement between the Ministry of Education and the National
Board of Education.

The time-span for analysis is ten years into the future. This means
outlining the future beyond the first three rounds of the procedure proposed
here. It is believed that this is a way to achieve the optimum relationship
between concretion and utopia.

The task of the next futures forum process will be to create guidelines
for the development of teacher training on the basis of the information
collected and processed. The experts within the forum will determine a
shared vision for teacher training, i.e. a view of its eligible direction, on the
basis of several possible alternatives. On the one hand, the contemplation
of values and goals and the setting of overall objectives will thus involve
normative anticipation but, on the other, they will also apply strategic
and operative anticipation, in particular in terms of the interpretation of
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the political will and the setting of future objectives. The actual creation
of the operational strategy will be left for the teacher training bodies to
process themselves.

The material will be sent to the bodies responsible for teacher training
and the interest groups as background material for the first Delphi round.
It will be accompanied by questions that analyse the material and chart
the perspectives. At the same time, the aim is to outline both the foreseeable
megatrends and what are known as ‘weak signals’. The objectives and
methods of the process will also be specified at the beginning of the first
round. The aim is to commit the interest groups to the new process and to
ensure a joint direction for the activities. The futures forum will thus be
implemented as a process applying the Delphi technique and including
three rounds of expert contributions.

The forum will include expert representatives from the Ministry of
Education, the National Board of Education, units providing teacher
training and different interest groups. An important principle is that the
joint efforts will involve both bodies responsible for university and
vocational teacher training and those providing initial and continuing
training, together with teaching staff and education providers.

The process will be implemented over one autumn semester. The
responsibility for organising this process will be shared alternately by
each vocational teacher education college and university providing initial
teacher training. A steering committee will be appointed to steer the
implementation. The tasks will be agreed in the performance agreements
of the universities and polytechnics.

As part of the futures forum – and to some extent even as an alternative
to it – part of the process may be implemented by utilising emerging
virtual solutions. At the same time that network-based solutions will direct
people towards new working and study environments, increase the
openness and transparency of discussions and create opportunities for
far more people to voice their opinions than traditional solutions, they
would also ease what would otherwise be a relatively massive process.
In addition, it is possible to utilise them to involve teachers working in
the field and the local authorities and students in the anticipation process
on a more extensive basis compared with other solutions, which adds
value in itself. The responsibility for the progress of these activities can
be included in the responsibility for leading the entire forum process.

As suggested elsewhere in this report, initial and continuing teacher
training will have to form a more integrated and harmonised whole than
before. For this reason, the qualitative requirements of training will focus
on both of these phases in the construction of professional skills. Due to
the large group of teachers, however, it is clear that continuing training
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will also have its own needs. In addition to the few thousand future teachers
in initial training, it is important to also attend to the continuing training
of more than 100,000 teachers. In particular, these needs are related to
keeping ‘substance competence’ up-to-date. The forum described above
will provide a foundation for the national steering of continuing training.
This is why, after the forum process, there will be a need for a separate,
joint process of the in-service training unit of the National Board of
Education and the bodies providing continuing training, for example,
which will lead to concrete measures and will focus attention on operative
anticipation, in order to increase the productivity and effectiveness of the
futures forum. For background material, this process will need research
into the accessibility and effectiveness of continuing training for teaching
staff. This material together with material concerning government-funded
continuing teacher training, collected by the National Board of Education
even today, will provide an indispensable foundation for evaluation. It is
important to collect evaluation information on a continuous basis together
with providers of and participants in continuing training and the Provincial
State Offices. It is proposed that the forum on continuing training be
repeated annually in connection with competitive tendering for the
provision of government-funded continuing training for teaching staff,
for example. The responsibility for co-ordinating this process would lie
with the National Board of Education.

The scope of the OPEPRO project did not cover pre-school education,
liberal adult education and other forms of adult education and training.
In the future, it will also be essential to integrate these sectors into the
same anticipation process.

6.3 REGIONAL LEVEL

The results of national level anticipation will only assume their own role
in local level work. In addition, this requires information on different
ways of organising education and training and teachers’ experiences of
the direction of their work based on this information. It is therefore
necessary to emphasise the role of the local level as a participant and a
collector of continuous anticipation information. The basis of anticipation
at a regional level is the objective of creating a more integrated and
extensive interface of teachers with society around them. This is something
that teachers need to grow into as early as during initial teacher training.
As part of the proposed solution, the analysis will primarily stem from
teacher training. This means strategic and, in particular, operative
anticipation carried out at the level of initial teacher training on the basis
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of normative anticipation. A key part of regional anticipation is to translate
the eligible state of affairs, determined by the national futures forum,
into concrete strategies and functions. The link will also have to work in
reverse: information obtained at a regional level on changes occurring in
the operating environment will have to be made available as basic material
for the national level anticipation process. This need will become concrete
and emphasised both in the information gained from the analysis of
different provision methods of education and training and in the form of
information on the functionality of continuing training. The nationwide
network of teacher education departments and vocational teacher
education colleges will play a key role in the collection of information at
a participant level through its research activities and through theses written
by students. These aim to obtain information on various local level
solutions. Naturally, the practical co-ordination of studies will require
co-ordination at the university and polytechnic level and between them,
which is normal co-operation between these organisations and will
hopefully increase in the future.

Similar to national anticipation, regional level anticipation will have
to be continuous but cyclical. The starting point is to achieve the goals
agreed at a national level through the parties’ own strategic activities and
the related planning of the use of resources (operative anticipation).

Operating environments and operational cultures are very different.
The following paragraphs provide examples of some means for practical
measures. Their objective is to function as stimuli and examples of possible
operating methods.

The whole process is illustrated in the following diagram.

Figure 2. Anticipation at a regional level.
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Regional anticipation activities are joint efforts of the bodies responsible
for teacher training at a university or a polytechnic. The objective is
therefore that it would involve both teacher education departments and
teacher training schools, on the one hand, and university subject
departments and faculties, on the other. Nevertheless, it is advisable to
appoint a certain body within the university/polytechnic to be responsible
for co-ordination.

The following is an example of local level anticipation.

The starting point is that the pedagogical, elective or general studies of
all students in all forms of teacher training would include a ‘social
relations’ study module in one form or another. Its form and study methods
will develop in accordance with the educational sector and the pace of
the teacher training programme: in terms of undergraduates in class teacher
training, it will become a long-term process, whereas students in multiform
programmes will deal with it in seminars based on independent work.
For example, pedagogical studies in vocational teacher training already
include a module called ‘Society and education’ (3 credits) as part of the
studies in education.

The contacts created by students will be used to form a network, where
each student will have a link to a body operating outside the educational
sector. These include SMEs, large industrial establishments, public
administration units, social and health care services, safety and security
services, etc. At the same time, students will also be provided with
capabilities to co-operate with bodies operating outside the school world
when they start teaching. It is important that these ‘sponsor circles’ have
contacts with several different participants in society through their
members. At the same time, this will provide the advantage that initial
teacher training will gain important information on changes in society, in
terms of skills needs in particular. On the other hand, the contact bodies
will also both obtain in return the latest information and competence for
the development of their activities from the students and have the chance
to influence education and training. To clarify the content-related material,
the aim is to establish the effects of change in society, in particular in
work, on skills needs and the challenges subsequently set on education
and training. The focus is thus clearly on qualitative anticipation.

Indeed, the connection with SMEs built up at a local level will probably
provide the only real opportunity to obtain information from that sector
on their skills needs and views on the future of work. As many as 99% of
Finnish companies have less than 50 employees, with 86% having less
than 5 employees. These will also continue to form a key factor as the
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economic and employing backbone of Finnish society. About 44% of
staff working in companies are employed by enterprises with less than
50 employees and about 17% work in enterprises with less than 5
employees.

Another important connection in the exchange of information between
teacher training and surrounding society is provided by students’ teaching
practice at different educational institutions. In addition to practical
training and teaching practice related to the pedagogical studies, examples
include advanced studies in education as part of class teacher training.
Besides the fact that students will gain experience of different institutional
environments, different bodies operating in teacher training will also
obtain the information they need for their qualitative anticipation
concerning challenges in everyday work in different operating
environments. It is also possible to use this connection to collect
information on the accessibility of continuing training and, first and
foremost, on its needs. In addition, information will be sought on changes
in teaching work and on different solutions to organise teacher training.

It is proposed that the results of micro-level anticipation be joined
every year at a local level by expert panels made up of trainers and interest
groups. For those towns with both vocational and university teacher
training, these expert panels should be organised jointly and in a shared
form. Students will also have to be involved in their implementation. In
addition, the process should be implemented so as to make it appropriate
for additional training for teachers operating ‘in the field’. Consequently,
it could form part of an extensive continuing training module or even
part of an academic study module agreed with the local university.

All this means that the responsibility for information acquisition in
individual workplaces will lie with students. The primary method used
for information acquisition could be thematic and free-form interview
techniques, for example, as well as brief working periods in these
organisations. Postal questionnaires should only be used to a limited
extent.

In order to outline the activities described above and to expand the
productivity and effectiveness of anticipation, all towns with teacher
training will need a consultative committee with representatives from
the administration, youth services, social services and economic life, etc.
of the municipalities in the region, in addition to all organisations
participating in the implementation of teacher training (including
continuing training). The voice of SMEs will be heard through their own
organisations. It is important that these activities will also involve
continuing training organisations. It is desirable that a more extensive
representation of municipalities and ‘field teachers’ be involved on a
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regional basis. For its part, this would contribute to ensuring due
consideration for the distinct characteristics of different operating
environments.

The consultative committee could function as the organiser of the
expert panel and, together with the results of the sponsor circle activities,
its work could form the basis of the panel’s work. The climax of the
expert panel could be a themed week, for example, with parallel panels,
where students could play a central role. This in turn could culminate in
a large joint panel, for example, where trainers, students and
representatives of society around them would follow experts’ discussions
on changes in society and work and on their challenges to education and
training. It would also be possible to link theses to this process. It is
hoped that research concerning teacher training would also be steered to
support this process.

It is of course important that the contributions gained through these
activities will be exploited in the anticipation of education and training.
Naturally, the primary objective will be that the experiences and
information obtained be taken into account both in the curricular process
of the university/vocational teacher education college and in course
contents, implementation methods, teaching practice and focus of theses.
Contributions obtained through these methods will also provide important
material for subsequent futures fora.

The different operating models of initial training intended for different
teacher groups will naturally factor in that implementation cannot be the
same in all places. Learning assignments and personal study plans will
make it possible to find locally viable solutions so that the module
described here can be included to a sufficient extent in the studies of all
students training to become teachers. For students on multiform
programmes, this could be a module to be completed in their home towns,
for example, where they will become involved in the operations of a
company or a public administration unit. It is possible to include written
work in this module through the utilisation of existing and continuously
developing virtual learning environments.

It is important that all parties involved in teacher training at universities
or polytechnics as well as all teacher trainers participate, where applicable,
in the implementation of the different parts of this module. This could
also function as part of their own additional training.

The model described above could be implemented in an applied form
as any local authority’s own activities and as part of its own anticipation
of the quality of education and assurance of its standards. It will be possible
to organise joint consultative committees, panels, themed weeks as well
as teachers’ periods of familiarisation with different school forms and
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organisations outside the educational sector as part of the education
provider’s own activities.

It is to be hoped that activities similar to those described above would
also be kindled within municipalities and educational institutions.
Similarly, teachers could work outside the educational sector as part of
their continuing training through customised solutions. Likewise, it is
possible to listen to the voice of local society in content-related issues
much more than at present through curricular and evaluation work, for
example.

As noted above, the objective is to achieve a more prominent role for
initial training bodies in continuing training as well. A close connection
between both training phases will provide teachers with the best
opportunities to move from the role of guided students to the continuous
professional growth of responsible teachers. This will place its own
challenges on local level anticipation. Determining and meeting regional
needs form a central part of regional level anticipation. In its support,
successful continuing training will need the operative analysis of different
training and municipal environments. This will essentially entail
determining continuing training needs in terms of each individual, unit,
education provider and municipality and charting skills needs, in order
to develop the contents and operating methods of initial teacher training.

It is important to launch pilot models, the results of which will form
the basis for the development and expansion of activities.

6.4 INDIVIDUAL LEVEL

Individual level anticipation here means the need for each teacher, especially
for each teacher trainer, to maintain active interaction with surrounding
society and to participate in influencing the direction of its development.
As part of the development of their own work, teachers function as collectors
of information primarily for themselves and their working community.
According to researchers, a strong ethical professionalism manifests itself
in the will and ability of teachers to function as active citizens. This means
the will to find out about things and to influence decision-making as part of
the democratic decision-making process.

What, then, does a teacher anticipate? In this context, anticipation is
perceived to be active, continuous development of one’s own work in
such a manner that the development of quality is based on a conscious
aspiration to determine the challenges and skills needs occurring in society
and to take these into account at work. This same demand also concerns
each educational institution as a whole. Success requires an interface
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with sectors of working life away from the institution and a will to interpret
observations together with both the environment and the institutional
community and, based on these, to steer its operations.

As noted above, there is cause to change the direction of education
and training, which has drifted away from other sectors of society to
some extent. In terms of the success and productivity of teaching work, it
is important for teachers to keep their fingers on the pulse of social
development. It is hoped that pilot models to support this interaction will
also emerge, where teachers from all sectors of education could spend a
period of 3–6 months working both in other school forms and in
assignments outside the school sector as part of their additional training.
This will present a challenge to the development of continuing training
provided for teaching staff.

6.5 INTERNATIONAL LEVEL

Education policy is no longer merely a national activity. The international
dimension is visible in its different forms throughout the field of education
and training. It can be seen as the development of contents, but also as
teacher and student exchanges and in the increasing number of co-
operation projects, for example. The OPEPRO project examined national
anticipation systems in different European countries. The results show
that responsibility for qualitative anticipation at a national level, with the
exception of normative anticipation, has fallen to individual units and
institutes, as has also been the case in Finland. However, there is serious
interest in co-operation. As the educational sector is also strongly
internationalising together with other parties in society and as geographic
boundaries to both study and information exchanges are disappearing, it
is natural to examine the direction of educational challenges together.
Many partial and side effects that have emerged in education and training,
such as the utilisation of information networks, distance learning, study
in foreign languages, drug abuse, social exclusion, etc., support the
increasing need for international co-operation. It appears that existing
researcher and trainer networks are not perceived as providing this type
of co-operation to a sufficient extent in their current operations.

Our proposal is that a joint international futures forum on teacher
training be organised every three years to prepare scenarios and to build
a shared vision within the framework of a theme to be agreed in advance.
The responsibility for organising such a process would also be shared
alternately by each university and vocational teacher training college
providing initial teacher training in Finland. This will be agreed in
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connection with their performance agreements. The operations could be
linked to the existing co-operation networks. The most important aspect
is to increase interaction and, as a result, learning from other parties.

6.6 SUMMARY OF THE PROPOSALS

The proposed anticipation procedure thus aims to combine qualitative
and quantitative anticipation. This means that the changes occurring in
the operating environment, the statutes passed, etc. will influence
anticipation of quantitative teacher training needs in a manner similar to
factors such as the sizes of age groups, the retirement rate of teachers or
their qualifications situation.

In terms of the investigation into teacher training needs, the OPEPRO
project consciously chose a broad view in other respects as well. The
analysis of teaching staff at vocational institutions was primarily based
on examination by sector of education. The survey of the situation of
teachers in general education examined qualifications at the level of
individual teachers, considering each individual’s teaching qualifications.
The underlying factor was a certain educational reserve thinking, which
examined the number of Finnish teachers qualified to work in special
education, for example, or the number of teachers who had completed
studies in mathematics with a scope of 35 credits; in other words, the
number of potential, qualified teachers for different assignments.

In its support, quantitative analysis will also continue to need projects
describing change in working life in the future. The changing operating
environment requires extensive and continuous qualitative analysis. In
particular, different decisions made at a municipal level will have a
differentiating effect on both contents of teaching work and student
volumes in teacher training. For example, the orientation of special
education towards integration or inclusion will have a significant bearing
on the study requirements placed on teachers needed in the field. It is
indeed essential to deliberate on how to obtain enough information on
different decisions taken at a municipal level. The OPEPRO project
investigated different municipal environments through co-operation with
the Association of Finnish Local and Regional Authorities. The same
objective will continue to be vital in the future. Regardless of the types of
implementation methods of anticipation that the OPEPRO project will
lead to, the National Board of Education, as the body with key
responsibility for the evaluation of the effectiveness of education and
training, will have to co-operate with the Association of Finnish Local
and Regional Authorities, teachers’ organisations and different research
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organisations to ensure that a corresponding survey be conducted at regular
intervals. Common interests and willingness do exist. In the future, a
more in-depth research approach will have to be achieved through thematic
interviews, etc., in order to outline and analyse different operating
environments. This survey will need to examine at least the
implementation methods of the provision of education and training (the
network of educational institutions, achievement of uniform basic
education, general upper secondary schools for adults, provision of special
education, etc.), teachers’ new job descriptions, the management of
municipal education services, the management systems of educational
institutions, inter-municipal co-operation, the goals to be set for education
and training, resource allocation, staff development, etc. This information
is necessary in order to extend the overall picture of different operating
environments beyond averages so as to determine teacher training needs.

A significant help to anticipation is provided by the continuous national
evaluation of education and training, which is conducted by the National
Board of Education and has expanded with the new school legislation.
By means of indicators, it is possible to establish a clear picture of different
development trends in terms of contact teaching hours or subject choices,
for example. In addition, the indicator work conducted by the National
Board of Education in relation to international information exchange
provides invaluable reference material for anticipation. These materials
are available for forthcoming anticipation efforts and will have to be
exploited.

Another important bridge between qualitative and quantitative
anticipation is formed by the change in the skills challenges set by working
life, which has already been mentioned several times. An analysis of this
aspect will be essential in terms of the development and reform of
curricula. Law states that the National Board of Education is responsible
for issuing core curricula. Curricular work and qualitative anticipation
work will therefore converge in a natural manner.

Nevertheless, the most fundamental qualitative analysis in relation to
teacher training volumes is connected to policies defined at a national
level. The acts passed by Parliament and the decrees issued by the
Government or its resolutions on the allocation of lessons, for example,
have a direct and immediate bearing on teacher training needs.
Consequently, the qualitative changes similar to those described above
will have to be adopted as the basis for the quantitative analysis conducted
by the futures forum.
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TEACHERS IN 2010

PROPOSED ANTICIPATION CYCLICAL PROCEDURE

A: Three Year Cyclical Procedure of Anticipation
B: National Futures Forum Every Three Years
C: Operative Anticipation Cyclical Procedure at a Regional Level
D: Expert Panel at the Regional Level Annual
E: Futures Forum on Continuing Training Annual
F: International Forum
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