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0. Abstract

In most countries of Europe, there is an alarming lack of teachers in vocational
education and training (VET), and this can have serious consequences for the
economy in a situation with increasing labour shortages - especially of skilled
workers. Fewer enrol in teacher training colleges in VET-pathways, and at the same
time the average age of current VET-teachers is increasing, and many face
retirement in the near future. This forms the background for the TeacherAcquisition
project, which seeks to explore and promote alternative ways of VET-teacher
recruitment with a specific focus on so-called second-career teachers (professionals
from industry who transition to a career as full-time teachers), and hybrid teachers
(professionals who combine teaching with a job in industry). These two categories
of teachers are already known and extensively used in some countries; yet in the
majority of European countries, they seem to be a largely unexploited resource,
used mainly on an ad hoc-basis by individual VET-schools, rather than as part of

national-level strategic efforts.

Despite this potential, the role and importance of second-career and hybrid teachers
is much under-researched, especially at comparative, European level. A limited
number of studies have been identified at national level — mainly of a qualitative
nature - but due to the diversity of VET-systems in Europe, conclusions from these
can only be extrapolated to the European level with great caution. Generally, there
are big lacunae in our knowledge and understanding of the phenomenon. On the
basis of analyses of existing material and on information gathered from two surveys
of EFEE-members carried out in the context of the project, this research report

points out two major issues in relation to the subject:

Second-career and hybrid teachers can bring many benefits to VET, in particular
because of their technical expertise and labour market experience, but in
comparison with regular teachers they have no formal background in didactics and
pedagogy. This is a serious drawback in a landscape of very diverse VET-learner
populations - e.g. in terms of age, gender, social background and status, ethnic
origin, and educational achievements — where it is essential to differentiate and to
select and adapt teaching strategies and methods to the target group. In countries
where second-career and hybrid teachers form an integral part of teaching staff in

VET-schools, specific programmes have therefore been designed at national level to
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upskill these with regard to these aspects, and these are compulsory for pursuing
a career in teaching. Six of these have been analysed as part of the accompanying
research, and the main conclusion here is that curricula are very similar in terms of
content themes but differ significantly in terms of duration and modes of delivery.
Basically, two types have been identified: either short, intensive programmes with
a predominantly practical focus, generally acquired before commencing a teaching
career, or academic programmes providing more in-depth, theoretical foundations,
which are acquired in modules and over a longer period of time simultaneously with

teaching.

Whilst recruitment of second-career and hybrid teachers can be difficult, especially
in times where teacher salaries struggle to be competitive with pay rates offered in
industry, this is not the only challenge. Data from relevant countries indicate that
attrition rates for these categories of teachers are very high, with nearly a third
abandoning teaching within their first year of employment. Existing research points
to the importance of institutional-level “on-boarding” activities here — on top of the
didactic/pedagogical programmes referred to above - that support these teachers
during the first, difficult periods of work. This could e.g. happen in the shape of
offering targeted induction into institutional policies and working environment,
mentoring schemes with experienced teachers, and reduced administrative

workloads.

"I have always worked in the hospitality industry, and at the age of
58 I decided to go back to study to make my dream come true:
becoming a teacher."

- Student statement quoted in a brochure on teacher training programmes from Hogeschool
Gent (B), targeted at people coming from industry
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1. Introduction

VET-systems all over Europe are currently facing huge problems with the
recruitment of teachers at a time when many of the present teachers are nearing
the retirement age. Already now the need is acute in many countries, and it is
feared that this can have serious consequences for both quality and provision of
skilled labour — and hence for the economy - in the future. There is thus a pressing
need to think in new ways about attracting - and retaining — new talent to the

teaching profession.

One way of doing this is to try and recruit among those with adequate vocational
knowledge, skills and attitudes already working in industry and commerce, and
either convince these to transfer fully to the role as VET-teacher (so called second-
career teachers), or to step in and do intermittent teaching hours whilst still
retaining the attachment to their enterprise (hybrid teachers). In a few countries,
this is already the case - especially for second-career teachers, where this group in
fact constitutes the majority (or a significant part) of VET-teachers. In most
European countries, however, this remains a largely untapped potential. Hybrid
teachers are known in most - if not all - VET-systems, but there is a huge difference
between how these are used - strategically and as an integrated part of the system,
or haphazardly as a “stop-gap” and the last resort in times of pressing need. As the

former is a rare situation, there is also here a great potential.

It is important not to see the recruitment of second-career and hybrid teachers as
an emergency solution only - in some countries, it is the predominant road towards
teacher acquisition, and one that has been deliberately chosen at the expense of
other recruitment paths. Both categories have advantages compared to other
groups of teachers, notably in terms of updated, technological knowledge and
experience directly from the labour market. This in turn also gives them an
authenticity vis-a-vis learners that teachers whose only background is from teacher
training college cannot match. Unlike these, however, second career and hybrid
teachers usually do not have any grounding in pedagogy and didactics other that
what they may remember from their own time in the educational system, and this
poses a serious challenge for the quality of the teaching they can offer. Most
countries which already operate with second-career and hybrid teachers in their

VET-system have thus set up programmes to allow these to develop their teaching
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proficiency. In other countries, however, the only way to achieve teacher status is
to take the beaten path through teacher training college, which is not really feasible
for most people coming from industry due to the loss of income - often over several
years - that this implies, let alone the fact that they are entering an academic world

which is perceived as alien and at times frightening.

It is the aim of the TeacherAcquisition project, coordinated by the European
Federation of Education Employers (EFEE), to investigate how professionals from
industry can be recruited into VET-school teaching - either as second career or
hybrid teachers - and how their entry can be facilitated in ways that do not
compromise the quality of the teaching offered. The urgent need to address teacher
shortages means that this already happens in most - if not all - European countries,
but there are big differences in how such teachers are integrated into the system
(as a permanent feature or a provisional solution) and also how the various
challenges (e.g. in relation to quality assurance of teaching) are tackled. These
differences constitute a potential source of richness as experiences from one
country can be used for benchmarking and organisational learning in others, but
here it is important to bear in mind that the European VET-landscape is very diverse,
and examples of good practice emanating from one system-configuration and VET-

tradition cannot necessarily be applied uncritically to another.

1.1 The research report

This research report is one of the key deliverables of the project, which has a strong
developmental focus and aims to produce practical material that can be used by
actors and stakeholders both at European and national level to promote and
improve the recruitment and use of second-career and hybrid teachers in Europe.

Other key deliverables are:

e A competence analysis (competence framework)
e A curriculum template for teacher training
e Guidelines for school leaders, and

e Policy recommendations
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The research report has been elaborated by an external researcher and has
contributed to all four of these outputs with data and analyses. Briefly, it is the
summary of a process which has been ongoing throughout the project’s lifetime,
where the accompanying researcher has gathered and analysed relevant data
concerning second-career and hybrid teachers in Europe and fed insights emanating
from this into all phases of the work, notably in connection with the three peer
learning activities (PLAs) held in Dublin, Lisbon, and Kaunas. This has involved
efforts to identify and extract relevant material from existing research and
development activities, but the primary sources have been material harvested
within the framework of the project itself, notably surveys carried out in EFEE-
member organisations, and discussions and inputs at the PLAs. It is thus of a piece
of "accompanying research” — sometimes perceived as a variety of “action research”
- where research accompanies a development project and delivers inputs to this
throughout the cycle, and where the people affected by the situation have been
directly involved in gathering the information and use research outcomes to develop

solutions.?

The report provides the necessary background material to the four key deliverables,
describing underlying reflection processes, listing relevant research that was
located, and supplying information on good practices identified along the way.
Second-career and hybrid teachers in VET is still a much under-researched topic in
Europe, and the aim is therefore not to give a conclusive and final treatment of this,
but to “draw a line in the sand” that can serve as the point of departure, both at
national and European level, for a long overdue discussion. Ideally, the report is
read in conjunction with the four key deliverables, but it can also be read as a self-

standing document.

The work has been carried out on a limited budget, and it has not been possible to
cover all countries, analyse all aspects in depth, or dive into all the lacunae
identified, and in a strict research-perspective, it operates on the level of informed

hypothesis-building rather than conclusive evidence-provision.

1 See Quinn Patton, M. (2002, third edition): Qualitative Research and Evaluation Methods, p. 221. Sage Publications.
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The report is structured along the five different phases of the research component
of the TeacherAcquisition-project, which have roughly followed one another in a
temporal sequence during the project’s lifetime (even though it has often been
necessary to revisit previous phases in the light of new insights gained during the

ongoing work).

The first of these phases is an extensive literature survey, which mainly focuses
on identifying comparative, European-level studies and surveys dealing with the
issue of second-career and hybrid teachers in Europe. The purpose was - on the
basis of the findings here - to set up a baseline prior to the commencement of the
project with the current knowledge available, in order to build up a knowledge-base
of already existing insights and to identify lacunae in this, both for qualitative and

quantitative research.

The second phase consists of analyses of two surveys conducted among EFEE-
members. The first of these surveys aimed at finding out about the situation in
European countries concerning second-career and hybrid teachers - notably
whether these are embraced or excluded in national VET-systems, the quantitative
scope, the legal framework, and barriers to implementing or further promoting the
use of these. The second survey targeted school leaders, and the aim here was to
see the issue from an institutional perspective, including trying to identify examples

of good practice at this level.

The third phase is concerned with the provision of inputs for the competence
framework, mainly by identifying and analysing existing competence frameworks
for VET-teachers.

In the fourth phase, a number of curricula for teacher training programmes,
developed especially for second-career and hybrid teachers, were identified and
analysed. The findings of this analysis feed into the development of the curriculum

proposal.

Finally, a fifth phase contains reflections on what implications the findings from

the four previous phases have for the final two deliverables of the project.
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In the concluding remarks recommendations for further research have been
formulated on the basis of the lacunae identified in the knowledge of the

phenomenon.

Finally, a note on terminology. The term “industry professionals” has been used
throughout the text to denote professionals in the labour market across all vocations
and trades. It thus embraces not only people from the manufacturing industry, but
also persons from e.g. health care professions, trade and commerce, clerical fields,
agriculture etc. Similarly, the term “"VET-school” denotes all kinds of institutions that
are dedicated to vocational education and training, even though these may be

"\

known under different terms in their contexts (“training centres”, “colleges” etc.).

1.2 European-level literature survey on second-career and hybrid
teachers

At the onset of the project in 2024, a literature survey was launched in order to
locate relevant studies and establish a baseline for the coming work. This literature
survey focused on identifying material primarily at European comparative level that
covered VET-teachers. It quickly became apparent that the theme was not very well

covered in research, and an initial “long list” identified the following, few items:

e FEuropean Commission: Education and Training monitor — comparative report
(various years)

e Eurydice: Teachers in Europe — careers, development and well-being (2020)

e OECD: Teachers and leaders in VET (2021)

e CEDEFOP: Teachers and trainers in a changing world - comparative report
(2022)

e CEDEFOP: Teachers and trainers in a changing world - national reports
(ReferNet, 2022)

Of these, the Education and Training Monitor is relatively quickly dismissed. It is an
annual report, issued by the European Commission, which outlines progress in
relation to certain objectives related to education and training in Europe, but none
of these are related to VET-teachers (let alone second-career and hybrid teachers).
Eurydice’s 2021 study on teachers in Europe targets teachers in education and

training across Europe, but at lower secondary level (European Qualification
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Framework level 2), which means that VET-systems of most countries are not
included, as these are located at upper secondary level (EQF levels 3-4). Moreover,
even though “alternative pathways” to the teaching profession are included in the

study, these do not in any detail relate to second-career and hybrid teachers in VET.

CEDEFOP - the European Centre for the Development of Vocational Training — has
worked with teachers and trainers in VET as a prioritised theme since the start of
the Millenium, but in their studies and reports they have not paid specific attention
to second-career and hybrid teachers. In their latest major publications in the field,
published under the heading “Teachers and Trainers in a changing world” from 2022
(comparative report & national reports)?, “hybrid teachers” are mentioned in
connection with some (few) national systems, but only briefly and in passing, and
not in any systematic way. There is no accompanying quantitative information. Even
though the term is not used, second-career teachers are included in so far as this
pathway constitutes the major form of VET-teacher recruitment in some countries
(e.g. the Netherlands and Denmark), and consequently some information can be
gleaned from the national reports covering these countries. A new, European-wide
study by CEDEFOP on VET-teachers and trainers in Europe (EVTS - European
Vocational Teacher Survey), which will be launched in September 20253, will focus
on the continuing professional development of these, and not take into account

issues of primary importance for the TeacherAcquisition-project®.

The Eurydice-report from 2020 deals with teachers across the educational spectrum
and builds on data from the 2018 TALIS survey (Teaching and Learning International
Survey) carried out by the OECD, supplemented by Eurydice data on national
legislation. It has a focus on teachers in lower secondary education and is therefore
only of very limited relevance in a VET-teacher context and does not mention

second-career and hybrid teachers.

Besides this, examples of national studies on VET-teachers were identified, and also

a few studies on second-career teachers, albeit not VET-teachers. These studies

2 See https://www.cedefop.europa.eu/en/publications/5586

3 See https://www.cedefop.europa.eu/en/projects/vocational-teacher-survey

*Information given by Cedefop’s senior expert Irena Psifidou at the PLA in Lisbon in the autumn, 2024.
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have offered interesting perspectives, but not any material of immediate
applicability to the work. In the beginning of the project, contact was made to the
Research and Development Community for Technical and Vocational Teacher
Education of the Association for Teacher Education in Europe (ATEE)> to enquire
whether they covered second-career and hybrid teachers in in their work or were
aware of any work on or were intending to tackle the theme in the future as part of

their work, but the answers to both questions were negative.

To sum up: all of the above studies, even though they (to varying degrees) contain
valuable information on frameworks and general themes, do not enter into the core
issues of the phenomenon of hybrid and second-career teachers in VET, and are

therefore only of limited use in this context.

1.3 Baseline

The only major study that in a direct and systematic way treats the subject of
second-career and hybrid teachers in VET is the 2021 report on Teachers and
Leaders in VET, published by the Organisation for Economic Cooperation and
Development (OECD)®. It does so in an overall context of VET-teachers and VET-
leaders, and is thus broader in scope, but a subsection is dedicated to “employing
industry professionals as VET-teachers”’, and this forms an important part of the
report and its recommendations. Given this unique position as the only dedicated,
comparative study, information from this report forms the baseline for the work of

the TeacherAcquisition project.

It is, however, not exclusively dealing with the phenomenon in a European context
but involves member countries of the organisation - many of which, however, are
member states of the EU. It is based on data from the Teacher and Leader
International Survey (TALIS), which is an extensive survey carried out every six
years in countries and territories around the world, and not exclusively OECD

member countries. Every survey has a special focus, and the 2018 survey (on which

5 R&D Community on Technical and Vocational Teacher Education | ATEE

6 Teachers and Leaders in VET | OECD

7 OECD op. cit. p. 58-69
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the report is based) was carried out under the headline Teachers and School Leaders
as Valued Professionals, and in the formulation on the OECD website, it “aims to
provide an in-depth analysis of teachers’ and school leaders’ perceptions of the
value of their profession, their work-related well-being and stress, and their
satisfaction with their working conditions. It also offers a description of teachers’
and school leaders’ contractual arrangements, opportunities to engage in
professional tasks such as collaborative teamwork, autonomous decision making,

and leadership practices.”®

It covers lower secondary education, but it also includes options for participating
systems to survey teachers and leaders in primary schools (ISCED® level 1) and
upper secondary schools (ISCED level 3) including VET°. The report, which focuses
exclusively on VET, is based on information from 18 countries which have opted to
include upper secondary education and training in the survey!!l. This data is
supplemented by interviews with selected actors and stakeholders from VET in five,
selected participating countries, as well as inputs from a network of VET-experts'?,

but the report is overwhelmingly based on quantitative data.

1.3.1 OECD key messages on second-career and hybrid teachers

The point of departure for the parts of the report that are relevant to the
TeacherAcquisition project is the finding that nearly all VET-systems report an acute
shortage of teachers, albeit to varying degrees. It acknowledges that relevant and
accurate statistics only exist in very few countries, but cites the example of
Germany, where prognoses, based on present developments, indicate that only
80% of the need for VET-teachers can be covered in the period from 2018-2030.13
In interviews with VET-leaders, however, all report concerns about the shortage of

VET-teachers in their institutions. The situation is not just one of failing levels of

8 TALIS 2018 Results (Volume I1) | OECD

% International Standard Classification of Education
10 Corresponding to EQF-levels 1 and 3-4 respectively
1117 countries and the Frech-speaking part of Belgium.

12 Countries where interviews have been carried out include Denmark and Germany, which are of relevance to the
TeacherAcquisition project.

13 p, 37 of the OECD-report
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recruitment but is exacerbated by the fact that the average age of VET-teachers in
European countries is close to 50 years!#, and a very significant proportion can

therefore be expected to retire in the coming years.

Increasing the attractiveness of VET-teaching jobs (e.g. by improving salary-levels,
working conditions, and career-prospects) is necessary to alleviate this shortage,
but the report concludes that this alone is not enough, and that it is necessary to
look into ways of recruiting from what in many countries would be alternative
sources, including graduates from universities and professionals from industry, into
VET-teaching careers (second-career teachers). It also concludes that it is
necessary to look at ways of enticing industry-professionals to work part-time as
teachers in VET-schools whilst retaining their employment in the enterprise (hybrid
teachers). The report underlines that this is not just a matter of plugging the drain
and securing a supply of new VET-teachers, but that it also carries significant
advantages, notably by bringing into the VET-system up-to-date knowledge and

expertise from industry.

The report takes note of the fact that this is already happening in many countries,
albeit to very different degrees, given the diversity of VET-systems in Europe. In
some countries, second-career and/or hybrid teachers already form an integrated
part of the VET-system, in other countries, rigid legal frameworks make this
integration very difficult. This is the case e.g. in countries where VET-teachers in
public VET-schools are civil servants, and where specific qualifications are required
to obtain this status. However, even here there are exceptions, when teaching
positions cannot be filled. The report thus notes for Germany that “Public school
teachers are usually civil servants, who are employed by the Lander. There may be
exceptions, where teachers are employed on the basis of fixed term or open-ended
contracts. This form of employment may be used to provide replacements, when
teaching staff are on leave, or where the requirements for civil servants are not

met”1>,

It is not possible to assess humbers of second-career and hybrid teachers in VET-

systems, as relevant data is only available in very few of the countries. Using proxy

14 OECD op. cit.

15 p.62 of the OECD-report. It should be noted that the situation is different for some regions (“Lander”), and that this is a
general picture, where exceptions exist.
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data, however, the report attempts to make quantitative estimations of this. It is
thus possible to extract data on teachers with part-time contracts and who also
have another job. This amounts to roughly 13% of all VET-teachers!®. However,
while this figure captures VET teachers who currently combine work in the VET
sector with a different job, it does not cover those whose main job is in industry but
who have a second job in VET teaching (i.e. with limited teaching hours), nor those
who came from industry but who have switched to working full-time as VET teacher
(second career teachers). To capture the latter group, the report resorts to looking
at qualification levels for VET-teachers. It takes note of the fact that most teacher
training programmes are located at ISCED/EQF-levels 5 or higher, and that VET-
teachers with level 4 as their highest educational level of attainment consequently
are likely to be second-career teachers, coming from industry and hired on the basis
of their vocational qualifications and experience. According to such statistics, it
would seem that on average, one in five teachers in OECD-countries are second-
career teachers coming from industry — again, with very significant differences from
country to country. Again, however, there are a lot of uncertainties attached to this
method of estimating numbers; it will, for instance not capture second-career
teachers who have achieved an academic-level teacher qualification on-the-job,

which is the norm in countries like the Netherlands and Denmark.

The report describes the role and work of VET-teachers a “dual profession”, where
on the one hand specialised and updated vocational knowledge is necessary, but on
the other hand also strong teaching skills - pedagogical and didactic competences
- are required, primarily due to the diversity of learners. Professionals from industry
possess the first, but not necessarily the second, and therefore they need to acquire
these before they can assume responsibility for teaching and learning processes on
any significant scale. However, it is often not a solution to demand that they undergo
traditional teacher training programmes before they are employed, as this is often
too long and entails losses of income that only very few are willing to accept. It is
therefore a key recommendation!’ to relax entry requirements for industry
professionals so that it is possible for these to enter the world of teaching without

the necessary pedagogical and didactic qualifications, and to offer them flexible

16 OECD op. cit. p. 59

17 OECD op. cit. p. 11
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pathways for acquiring these competences and obtain the necessary qualifications
e.g. as on-the job training. In an annex!®, the minimum qualification requirements
for VET-teachers in 18 OECD countries (including Austria, Belgium (f), Denmark,
Finland, Germany, Hungary, the Netherlands, Slovenia, Spain and Sweden) are
listed, but in a very lapidary form where detailed information on the actual contents

- and in many cases also the length and delivery mode - is not included.

In addition to recruitment and upskilling, the report also contains recommendations
on retention, as VET-teachers leaving the profession also contribute to the shortage
of teachers, and data indicate high levels of attrition. It notes that attrition rates
among new VET teachers can be reduced by assigning them to less challenging
working environments for their first placements and reduced teaching or
administrative workloads, so they have sufficient time for receiving mentoring and

structured induction programmes?°.

2. Surveys on legal and systemic frameworks

In order to gather information on the current situation in individual countries - and
especially on the legal and systemic frameworks surrounding the acquisition of
second-career and hybrid teachers - two European-wide surveys were conducted

in the framework of the project.

The first survey was sent out to all EFEE member organisations??. As it was
concerned with general (national level) conditions, countries with more than one
member organization were asked to coordinate their efforts, so that there would be
only one response per country. The questionnaire was deliberately kept as simple
as possible to encourage responses, resulting in responses from eight countries.
The second survey was also sent to EFEE member organisations, who were asked
to pass it on to relevant VET-institutions. The aim was to obtain information on
institutional practices to see how these related to, and possible deviated from,
national frameworks. Here, ultimately three responses were received, only two of

which came from countries that had also responded to the first survey. The third

18 Annex 2A Technical Information, p. 78-80
1% Op.cit p. 36

20 See Team & members » The European Federation of Education Employers (EFEE)
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response came from a national body (ministry) in a country that had not responded
to the first survey, and the answers here were concerned with general framework

conditions.

The low response rate — which is unfortunately not rare in research-contexts -
means that it is not possible to extract any valid, quantitative data on the
phenomena of second-career and hybrid teachers in the EU; a situation that is
further compounded by the fact that relevant statistics simply do not exist in most
countries. Moreover, EFEE has no membership organisations in four countries
(Austria, Denmark, Estonia, Luxembourg), and membership organisations often
represent different parts (and hence interests and perspectives) of the VET-system.
Finally, the very limited number of responses on institutional practices means that
the two levels (national framework/institutional practice) cannot be held up against
each other than for the two countries that provided responses to both. There is a
lot of valuable qualitative data to be extracted from the questionnaires, however,
and this has been further developed during the inputs at the three peer learning
activities that have been organised in the context of the project. Relevant additional
material from other countries than those who responded to the questionnaire has
also been identified through document research and has been used to supplement

and underpin tentative conclusions.

It is a question whether it is possible to extrapolate from this to the EU-level. The
nine countries that provided inputs on national framework conditions are fairly
evenly distributed in terms of geography, and represent Eastern, Western, Northern
and Southern as well as Central Europe. More importantly, however, they are fairly
representative of the diversity of VET-systems in Europe (see below), so we will
cautiously — and given the fact that no previous systematic overview of the situation
concerning second-career and hybrid teachers exists — adopt as a hypothesis that
at least a significant part of our findings can be used as indicative in a European

context. Subsequent research may corroborate or falsify this hypothesis.

In the following, we will briefly present three key findings of the questionnaires in
terms of quantitative developments to try and establish significant trends. Readers
should bear in mind that these are based on information from app. only a third of

EU-countries. The findings are concerned with a) the frequency of the phenomena,
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b) the parts of the VET-system where second-career and hybrid teachers are

predominantly used, and c) the main barriers to acquisition/recruitment.

2.1 Frequency of the phenomena

Second-career and hybrid teachers are - with one exception - known in all the
countries which participated in the survey. This shows that recruitment among
industry professionals is already ongoing in many member states, and that they (in
particular for second-career teachers) represent a significant part of the teacher
workforce. There is, of course, a problem in ascertaining the use of these teacher
groups, as most countries do not possess statistics on this. It must therefore

ultimately rely on assessments and perceptions of the respondents.

It is evident from further qualitative research and discussions that this covers a
very different reality in individual countries, however. In some VET-systems,
second-career teachers are - and always have been - the mainstay of the
teacher population; in others it is a more recent phenomenon and one which has
been brought about by the accelerating difficulties of recruiting new teachers from
the traditional recruitment paths here (teacher training colleges). However, one

third of the respondents reply that second-career teachers are not used at all.

To what extent are second-career
teachers used in your country?

H Frequently
M Rarely

Not at all
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The use of hybrid teachers is actually even more widespread, even though two
thirds of the respondents reply that this only happens “rarely”, and little more than
a fifth record the use as “frequent”. A plausible reason for this could be that hybrid
teachers in many countries are used more intermittently and on a short-term basis
either to bring in occasional new knowledge and experience from the world of work,
or to plug gaps caused by absences of regular teachers, but that they are not used
strategically and as an integral part of the teaching input. One country (the
Netherlands) has formulated a clear strategy for the involvement of hybrid teachers
in VET and exerted many efforts to motivate industry-professionals to come in and
teach at VET-schools and to facilitate their role in a systemic perspective. This also
includes gathering statistics on hybrid teachers, and it is significant that no less
than 11% of all teachers in the VET-system fall in this category - even though we
do not know the actual workload that this represents in the total picture (many
hybrid teachers presumably only make short appearances and at irregular
intervals). Also Portugal and Lithuania report an extensive use of hybrid teachers -

however, without being able to provide statistical information on this.

To what extent are hybrid
teachers used in your country?

H Frequently
M Rarely

Not at all

For both second-career and hybrid teachers it would in connection with this question
have been interesting to note any differences between the national-level
perspective and the actual practice at school-level. For whereas the use of these

two phenomena may be discouraged or even be against current legislation,
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directors of VET-schools stand in a dilemma when they are unable to recruit new,
qualified teachers, and will somehow have to find creative solutions rather than
cancelling classes or operate with unacceptably high teacher/learner ratios. Any
discrepancies could therefore indicate that the use is more widespread than what
the official story says. Unfortunately, the response rate did not allow an elucidation

of this extremely interesting question.

2.2 Areas of use

Respondents were asked to indicate in which part of the VET-system second-career
and hybrid teachers were predominantly used in their country. Again, this can be
hard to ascertain due to the lack of statistics in almost all countries, so answers are
in most instances assessments or even “intelligent guesses”, and probably for this
reason, some chose to leave this field blank. They were given the choice of three
categories: initial vocational education and training (IVET), continuing vocational
education and training (CVET) and tertiary-level VET (EQF-level 5). The purpose of
this question was to throw light on a hypothesis that the two categories are used
differently, so that second-career teachers primarily are used in IVET-programmes,
which typically are of a duration of between two to four years, interspersed with
general subjects, and where learners often are younger. Here, full-time teachers -
second-career teachers often with a superstructure of pedagogical/didactic training
on top of their vocational qualification and competence - may be preferred over
hybrid teachers for reasons of continuation and efficacy. CVET, on the contrary,
mostly consists of short courses with a very definite technological aim, and learners
are overwhelmingly adults with labour market experience and hence more
motivated and goal oriented. Here, cutting-edge knowledge and experience from
industry is at a premium, and this would presumably make it a more natural habitat
for hybrid teachers. The responses reveal that there may be some substance to this

hypothesis.

From the responses received, it appears that the major part of second-career

teachers is active in an IVET-context?!. With one exception, the countries where

2 Ireland is a tricky proposition here, as there is no official distinction between IVET and CVET — at least not in
the sense it is used in most other countries, where IVET is categorized as upper secondary education and
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second-career teachers mainly teach in IVET, are also countries where there are
flexible teacher training arrangements for people from industry transferring to a
VET-teacher career, so that these also have acquired pedagogical/didactic

competences.

In which part of the VET-system
is second-career teachers
predominantly used?

W |VET
m CVET

For hybrid teachers, on the contrary, the picture is somewhat different, as there is
no clear preponderance of either IVET or CVET,; the repartition being fifty-fifty.
Again, this is measured on the basis of a very small number of country-responses
(only six filled in this item), so this is a very slight background for any conclusions,
as even a few extra responses could tip the balance decisively in one direction or
the other. Nevertheless, from what we have, it would seem that there is some
substance to the hypothesis that second-career teachers are predominantly found

in IVET-settings, while hybrid teachers show a tendency to appear in CVET-contexts.

training. Here, all VET is post-secondary. However, we have chosen to place the use of second-career teachers in
Ireland in the IVET-category for reasons which will be explained later.
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In which part of the VET-system
is hybrid teachers
predominantly used?

3; 50% 3; 50% W IVET
m CVET

\

As an interesting bonus info, some countries reported that second-career and hybrid
teachers also tended to be concentrated in specific sectors or vocations, where there
was nho corresponding academic level programmes and teacher training available.
This could for instance be hairdressing, carpentry, or welding. In the case of Spain,
access to the teacher training programme for second-career and hybrid teachers is
only open to persons with a qualification from a list of specific vocations at IVET-

level, and this information is included in the information pack on the programme.

2.3 Barriers to recruitment

It is relevant to bear in mind that even in countries where second-career and hybrid
teachers constitute a significant part of the VET-teacher workforce already (like in
the Netherlands), teacher shortages are perceived as a serious problem. However,
in countries where this is an untapped (or largely untapped) source of recruitment,
creating a legal framework and the practical conditions allowing and/or facilitating
industry-professionals to pursue this career pathway could have a significant
impact. In both cases, however, it is important to know the factors that prevent/can

prevent them from doing so.
This was an open question with no preset options.

We already know something about the factors that can persuade industry

professionals to become VET-teachers from countries where this is already
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happening. On the website for the apprenticeship system in Ireland??, there is thus
a recruitment drive for “instructors” (the Irish term for second-career teachers)
which fields some of the arguments that are highlighted in favour of this career-

move. These are arguably also valid in other national contexts and include:

- Working with young people;

- Good working conditions, including fixed hours, physically undemanding
work, and generous leave;??

- Stable employment;

- Possibilities of professional and personal development (CVET).

When looking at recruitment for this category (second-career teachers) from the
opposite direction and focusing on barriers, the questionnaire gives a very distinct

answer:

What is the main barrier for the
recruitment of second-career
teachers?

M Salary levels
M Job security

Lack of motivation

The overwhelming reason for not joining the ranks of VET-teachers is “salary” — that
people with qualifications from IVET are able to command a much higher pay in
industry than they would receive as employees in a VET-school (72%). The “Lack
of motivation” mentioned by one respondent is probably linked to this, but possibly

also the third, “job security”, which covers a country where teachers need to have

22 https://apprenticeship.ie/instructors/introduction

2 Quotation from the website referred to above. The term is not quantified.
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a “traditional” qualification from teacher training college to ensure stable

employment?4,

One country also mentions “costs” as a major barrier for the transition of industry
professionals to VET -teaching (albeit in connection with another question, and
therefore not included in the above graph): that acquiring a teacher qualification is
so expensive that it deters both individuals and schools from this exploiting the
resource of industry professionals to alleviate teacher shortages. In all countries,
providers (usually institutes of higher education) charge a fee for delivering the
qualification. Generally, these costs are covered by the school, but in some cases
also by the individual. In the case of schools, this is financed from their budget, but
in one country (the Netherlands), the Government pays a direct financial
contribution of EUR 25.000 to the school for each second-career teacher that
commences teacher training. The question of costs may potentially be an important
barrier in a larger, European context, but we do not have any structured data on
this.

What is the main barrier for the
recruitment of hybrid teachers?

m Salary levels

H Need for teacher
qualification

Attitude of industry
employers

The picture of hybrid teachers shows very much the same tendency with salary as
the main barrier. The “Need for teacher qualification” covers a situation where it is
necessary for hybrid teachers to acquire a teacher qualification irrespective of their

level of involvement, which may deter industry professionals who only intend to be

24j.e. where there are no specific routes available to second-career teachers to qualify as teachers.
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involved in VET-teaching on a very limited scale or in a limited period of time. These
would have to invest, even when costs are covered by the school, a considerable
amount of resources into this venture in the shape of their own time, especially in
countries where qualification schemes are at academic level, and this may act as a
deterrence. Here, a very interesting example of practice comes from the
Netherlands, where a qualification for hybrid teachers is only required if they teach

more than six lessons per week, calculated on an annual basis.

“Attitude of industry employers” indicates that employers may be unwilling to let
their employees take time off to teach at a VET-school, since this would remove
them from production for a time. During discussions in the PLAs it was put forward
that there could be short-term advantages for employers as well, notably in
promoting certain products and technologies to learners (as future VET-
practitioners), and also - in times of a lack of skilled workers — in being able to spot
talents who could be prospective employees. In the long term, VET-teacher
shortages are, of course, bad news for employers, since it can affect their
possibilities for a continued recruitment of skilled labour to keep their business in
operation, and this can be an incentive to let employees engage in VET-teaching. A
good example of how this can manifest itself comes from the Netherlands, where
the social partners in certain technical fields (notably metal trades and electronics)
that are in dire need of teachers have set up a fund to fully cover the costs for
taking a teacher training qualification for aspiring hybrid teachers in the fields

concerned?®>.

Some countries indicate that a significant amount of hybrid teachers consists of
self-employed who combine teaching in VET-schools with running their own
business, and they are thus their own employers. However, no data (quantitative

and qualitative) exist for this.

2525 See more at A+O Metalektro. It is a sign of the awareness of the importance of hybrid teachers in the Netherlands that
other actors also have set up websites to facilitate the recruitment these. Examples include: Vacatures — Hybride
techniekdocent (a platform, set up by a university that offers teacher training, seeks to establish contacts between potential
hybrid teachers and VET-schools with vacancies); Concept - Hybride Docent and Start - Handreiking hybride professionals

(platforms/knowledge centres for and about hybrid teachers, run by private actors). https://www.hybridedocent.nl/over/
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2.4 Retention

The issue of retention was not included in the surveys, since the focus in the
TeacherAcquisition-project is on recruitment, but the two issues hang closely
together. It was discussed during the PLAs on the basis of statistical inputs from
two countries, which reported of attrition rates of approx. 30% among second-
career and hybrid teachers within the first years of teaching.2® This is of course an
unacceptably high figure - firstly, because this exodus defeats the purpose of using
industry professionals to alleviate teacher shortages, but also because the school
in many cases has invested into these teachers, and this investment is now lost.
Moreover, high turnover rates of teachers cause disruptions and instability in the

institution and among learners.

Retention of teachers is a well-known challenge and was included in the 2021 OECD-
report on teachers and school leaders. It has also been the subject of other studies
- not just in Europe, but worldwide. Research on retention generally focuses on
extrinsic and intrinsic factors that either motivate or dissuade industry professionals
to enter into teaching at VET-schools and remain there. Extrinsic factors are well
known and include issues like salary levels, working conditions, job security, and
societal esteem. Intrinsic factors reside within an individual and are driven by
personal interests, passions, and a sense of accomplishment. An Australian study,
based on primary research among second-career teachers, notes that “Intrinsically,
the sense of vocation is strong in these participants, with many keen to prepare the
next generation of tradespeople and professionals for the industries the educators
themselves have worked in. The culture of the workplace is also a solid factor, with
educators understandably wanting to feel supported and valued by management
and peers, especially when they first make the transition from industry” %’ (the

italics are the responsibility of the author of this report).

As the surveys carried out in the framework of the TeacherAcquisition-project show,
extrinsic factors play a huge role in recruitment, in particular salary levels. These

can be hard to change significantly at the level of the individual school, and it makes

% See e.g. ABF Research (2024) Personeelsmobiliteit in het MBO 2023 (in_en_uitstroom van mbo_docenten1.pdf)

27 Mark Tyler, Darryl Dymock & Anh Hai Le (2024): Retaining teachers and trainers in vocational education and
training (VET): motivating career-changers to remain as VET educators, Research in Post-Compulsory Education,
29:2, 281-301 (Retaining teachers and trainers in vocational education and training (VET): motivating career-change)
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it even more important to retain industry professionals who nevertheless decide to
venture into teaching. As the quotation from the Australian research report implies,
this means bolstering up and continuing the support of the intrinsic factors that
originally prompted the individual to enter into the world of VET-teaching, in
particular in the vulnerable phase at the beginning of the new career. This strongly
underlines the importance of proper induction/onboarding to retain industry

professionals in VET-teaching.

This issue is further developed in the section on curricula for teacher training

programmes.

3. Competence analysis for second-career and hybrid
VET-teachers

One of four deliverables for the TeacherAcquisition project is to analyse competence
requirements for second-career and hybrid VET-teachers, in the first instance to
provide a knowledge base to inform the elaboration process of the three other
deliverables (curriculum proposal, guidelines for VET-school directors and policy
recommendations). This is a pioneering effort, in so far as these specific target

groups have not been analysed before in terms of competence requirements.

European-level competence analyses - or competence frameworks - have been
developed for a number of areas by the European Commission in recent years with
the double aim of providing a consensual definition (taxonomy) of the competences
required within a given area, and to provide inputs for policy and practice. Examples
are GreenComp (competences required for the green transition/sustainability),
EntreComp (competences for entrepreneurship) and ResearchComp (transversal
competences for researchers)?®. It must be mentioned, however, that these
competence frameworks are exhaustive documents based on extensive research.
They have taken a long time to develop and have demanded resources that are far
beyond what is available for this project and consequently cannot be used as
absolute standards of comparison with the output of this project, which should be

viewed as a first step and a source for inspiration in a long overdue process.

28 See Key competences for lifelong learning

Funded by the European Union. Views and opinions expressed are however

those of the author(s) only and do not necessarily reflect those of the European

Union or the European Education and Culture Executive Agency (EACEA). 27
Neither the European Union nor EACEA can be held responsible for them.

Co-funded by
the European Union



https://joint-research-centre.ec.europa.eu/projects-and-activities/education-and-training/key-competences-lifelong-learning_en

[EFEE]Edusaton ngg&gg?g]
Initially, it should be noted that second-career and hybrid teachers do not
necessarily conform to the same logic in terms of competence requirements. It can
be argued that industry professionals who switch career paths to become full-time
teachers will need, in principle, the same knowledge, skills and competences -
especially in the fields of pedagogy and didactics - as those who have graduated
from teacher training college, as they will perform the same job functions. It is not
so obvious with hybrid teachers who retain their job in industry and only teach part-
time (in many cases with a very limited number of lessons per month) and who
have a focus on a very narrow set of technological skills. Here it can be argued that
requiring these to undergo a demanding and time-consuming teacher training
course to obtain the necessary qualification would be overkill and probably act as a
deterrent for many to enter into a teacher function at all, thus depriving VET-schools
from a source of cutting-edge vocational competence directly from the front-line.
On the other hand, however, there are hybrid teachers who teach a quite substantial
number of lessons per week, and for whom a full set of teaching competences would

be relevant.

In the competence framework developed in the TeacherAcquisition project, the two
groups have been treated as one, and there is no differentiation in the description
according to workload and the actual tasks performed. The design of the actual
qualification and the decision about when - and if - it is required for second-career

and hybrid teachers to acquire this, is an issue to be tackled at national level.

3.1 Competence requirements to VET-teachers

People embark on a VET-teaching career with a variety of backgrounds. Second-
career and hybrid teachers in VET usually do so on the basis of a vocational
qualification plus substantial workplace experience in their field. This means that
their main competence requirement lies in the field of teaching, since they already

have what we can call “subject-specific competence”. In a document on VET-teacher
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recruitment, the Dutch MBO Raad?® describes the “package” that a competent

teacher must possess in the following way:

“A competent teacher is a teacher who has demonstrated that his subject-specific,
subject-didactic and pedagogical knowledge and skills enable him to perform his
work as a teacher and as a participant in the professional educational community
he forms with his colleagues in a professionally efficient and responsible manner.
Pedagogically competent means that the teacher can create a safe, supportive
and stimulating learning climate for his pupils with a professional, development-
oriented approach and in collaboration with his colleagues. He monitors the
development of his pupils' learning and behaviour and adjusts his actions
accordingly. He contributes to the social-emotional and moral development of his
pupils. He can coordinate his pedagogical actions with his colleagues and with
others responsible for the pupil's development. This statement has a broad
meaning and also implies the teacher's contribution to citizenship education and
the pupil's development into an independent and responsible adult. His teaching
also remains contemporary in a pedagogical sense. Subject didactic competence
means that the teacher makes the subject matter teachable for his pupils, in
coordination with his colleagues and in line with the educational policy of his
school. He knows how to translate subject content into learning plans or learning
pathways. He does this with a professional, development-oriented approach.”

This description provides us with a good a starting point for the development of a
competence framework, since it tries to provide a 360-degree understanding of
what the VET-teacher role implies. However, the picture it provides is a very broad
one, and a full analysis of the competence requirements will need to be more

detailed in order to guide upskilling activities for second-career and hybrid teachers.

3.2 Existing competence frameworks

Even though the development of a competence framework for second-career and
hybrid teachers has not been attempted before, valuable inputs can be extracted
from similar exercises covering adjacent target groups - of course, in the first row
generic competence frameworks covering VET-teachers in general, and secondly

frameworks that target the teaching profession in a broader sense with no specific

2 servicedocument_benoembaar bekwaam bevoegd - januari 2017- update januari 2022 en.pdf, p. 10
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focus on the educational sector. In the project, we have mainly drawn from two
such frameworks that have been developed in an international, comparative
environment: CEDEFOP’s “Competence Framework for VET-professions” from
20093° and the OECD School+ Taxonomy from 20233, The vital criteria for the
selection of these is that they are research-based and designed to be used in

international/European contexts.

It is important to understand the difference between the two frameworks. First and
foremost, The CEDEFOP framework is focused exclusively on VET-practitioners, and
seeks to encompass the competence-requirements of the teaching role in a holistic
perspective (including such issues as e.g. administration, quality assurance and
networking) and generally has a more practical purpose, aiming to “support
practitioners and decision makers, such as teachers, trainers and administrators, in
their efforts to support the professional development and well-being of VET-
professionals and organisations”.?? It does not deal explicitly with the phenomena
of second-career and hybrid teachers, but it can be argued that it does so implicitly,
in so far as several VET-systems in Europe (including several partners of the
TeacherAcquisition project) mainly recruit their VET-teachers as second-career
teachers from industry. We can therefore confidently assume that this aspect has
been taken into account when the framework was elaborated. It dates from 2009,

however, and has not been revised and updated since.

The OECD Taxonomy, on the other hand, applies in principle to teaching in all sectors
of primary and secondary education and is not specifically geared to teachers of
VET. It operates at a very high level of abstraction and requires extensive translation
when applied in practical contexts. Secondly, it does not comprise the role of teacher
in all its aspects but is restricted to matters of pedagogical and didactic concern.
Thirdly, its primary aim is to create a “common language” on pedagogy (hence the
term “taxonomy rather than “framework”) that can be used across sectors and
borders by researchers, policy makers and practitioners to "“deepen the

understanding of teaching and learning at an international scale”3. The two

30 Competence framework for VET professions | CEDEFOP

31 https://one.oecd.org/document/EDU/TALIS/GB(2023)10/en/pdf.

32 CEDEFOP, op. cit. p 3
33 OECD op. cit. p.2
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frameworks thus cannot be laid directly on top of each other and compared, as they
have different foci and purposes, but precisely because of these differences they

complement each other in important ways.

3.2.1 The OECD School+ Taxonomy
The School+ pedagogical taxonomy consists of five dimensions, each of which
contains multiple sub-dimensions. These formulated in terms of activities rather

than concrete competences:

1. Classroom interaction (subdimensions: collaboration, whole-class
discussion and dialogue, questioning and explanations)

2. Cognitive engagement (subdimensions: ensuring good levels of challenge,
fluency and flexibility, working with multiple perspectives, facilitating first-
hand experiences, and meaningful context and real-world connections)

3. Formative assessment and feedback (subdimensions: learning goals,
eliciting student thinking, feedback, and aligning to student thinking)

4. Quality of subject matter (subdimensions: nature of the subject, making
connections, exploring patterns and generalisations, explicit procedures and
methods, and clarity and accuracy)

5. Social-emotional support (subdimensions: creating a supportive
classroom climate, relationship building student-student, relationship
building teacher-student, and explicitly teaching and actively practising

social-emotional skills)

Much of this can be applied to a context of VET as well, but as mentioned above,
the taxonomy covers issues related to pedagogy and didactics only and does not
take into account various other aspects of the teacher function (e.g. administrative
duties), and as such it does not provide a 360-degree framework of competences
required. Even when one accepts this limitation, however, dimensions and
subdimensions still cannot be applied uncritically to a VET-context and without
interpreting them in the light of the specificities of this. For one thing, it must be
borne in mind that VET is not exclusively about classroom teaching - in fact,
significant parts of the learning is enacted in other venues (workshops or in an
enterprise) and is (or can be) highly individualised. Moreover, compared to

secondary-level general education, VET-learners are in most systems likely to be
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much more diverse in terms of e.g. age, social background, ethnicity and
educational achievements. There are also differences in status compared to other
educational sectors, where VET in some countries is perceived as a “second choice”
for learners who did not manage to take the more academic route, and yet at the
same time it also attracts highly ambitious and talented learners with distinct career

plans. This has implications for both pedagogy and didactics34.

Arguably even more significant, however, is the proximity of VET to the world of
work, where developments in technology and work organisation may happen very
quickly, and force teachers to constantly adapt learning objectives and teaching
methods to reflect these. This, of course, is where second-career and hybrid
teachers come into their own, since they have a direct and recent — and in the case
of hybrid teachers - still ongoing experience from industry. The point is, however,
that pedagogy/didactics and the world of work are not two distinct entities in a VET-
context, but interact in many and complex ways. Put more simply: the pedagogical
and didactic skillset of a VET-teacher has overlaps with, but is not identical to, that

of a teacher in general subjects.

There is no specific reference to the world of work and the need to align teaching
with this, other than a very general requirement for "meaningful context and real-
world connections”, and in this it differs from the CEDEFOP framework below. There
is, however, an emphasis on developing students’ ability to see things from more
than one angle and think for themselves rather than uncritically replicating received

knowledge (“working with multiple perspectives” and “eliciting student thinking”).

Another interesting and meaningful difference is that the need for teachers to keep
updated in relation to the subject they teach - a thing which is crucial in VET due
to the rapid developments in technology on the labour market - is absent from the
list. In the CEDEFOP competence framework, this has an entire subdimension to
itself.

34 The two terms are not used interchangeably here. “Pedagogy” refers to the understanding of learning theories
and relevant social and psychological framework conditions, whereas “didactics” denotes the direct interaction
between teacher and learner(s).
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3.2.2 CEDEFOP’s competence framework for VET-professions

CEDEFOP’s Competence Framework was published in 20093 and is thus significantly
older than the School+ Taxonomy from 2023. Developments have been swift since
then, where many countries have developed - and in some cases entirely revamped
- their curricula for VET-teacher training, and it can be questioned to what extent
it is still relevant. As far as can be ascertained, these changes have arguably
happened in terms of depth and complexity (e.g. in the case of Denmark, where
the curriculum has been elevated from a practical course to an academic degree at
bachelor-level), whereas the overall coverage of issues seems to have remained
largely the same. The relevance can therefore be deemed high despite the distance
in time since publication, and at any rate CEDEFOP’s work still stands as the only

European-level, research-based study in this field so far.

By the term “VET-practitioner”, the study does not only understand teachers, but
also includes in-company trainers and leaders, who are, however, treated in
separate chapters that follow the same structure. It divides each of these functions
into four main areas of work (or dimensions), and these are subdivided into
subareas (subdimensions), which in turn are translated into activities and then
further into the competence requirements necessary to carry out these activities.
The four areas are administration, training, development and quality assurance, and

networking.

Specifically for VET-teachers, it has identified the following activities for each of

these categories:

Administration

e Organisation and planning (activities: participation in student recruitment
and marketing, participation in student selection; recording progress of
students; recording own activities; scheduling and organisation of courses;
engaging in teamwork and cooperation with all staff)

e Project management (activities: writing project applications; setting up
partnerships; detecting funding opportunities; managing projects, planning

and follow-up of project finances,; reporting)

35 Based on data gathered in the period 2006-2007.
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Training

e Planning (activities: designing courses/programmes in cooperation with
colleagues and enterprises; analysing and taking into account learning needs
of students and labour market; linking training to political and societal
priorities; linking training to wider world; planning learning events and
processes: structure, contents and materials; setting up individual learning
plans; organising learning in workplace in cooperation with enterprises)

e Facilitation of learning (activities: managing and delivering learning
process and event; linking training to practice; facilitate learning; supporting,
motivating and guiding students; dealing with disruptions; creating and using
resources and materials; cooperating with homes,; supporting and guiding
students in transitions to work-based training and labour market)

e Assessment and evaluation (activities: administering diagnostic skills
tests, assessing learning achievements of students in cooperation with
colleagues and in-company trainers; monitoring in-company trainers; giving
feedback to support the students’ learning and the professional development

of trainers)
Development and quality assurance

e Developing oneself (activities: following developments in own field, e.g.
selecting and reading professional literature; planning own long-term
personal development; finding continuing professional development
opportunities; participating in continuing professional development;
recording and sustaining continuing professional development opportunities)

e Developing institution (activities: involvement in departmental and
institutional development; developing new organisation, methods and
materials within teams and projects;, developing learning in workplace in
cooperation with enterprises)

e Quality assurance (activities: contributing to the QA of the institution;
participating in the design of QA tools; collecting feedback and data;
contributing and applying QA results for development of institution; planning

improvements,; self-assessment)

Networking
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o Internal networking (activities: engaging in institutional networking and
teams; developing own institution; promoting peer learning in networks and
teams)

e External networking (activities: liaising with external educational
networks, e.g. other educational institutions; networking with the world of
work; cooperating with labour market and stakeholders; taking part in
international networks and cooperation; internationalising teaching content;
finding cooperation partners, e.g. for projects and mobility; engaging in

professional networks).

The area of “training” is roughly corresponding to the School+ Taxonomy, but it is
interesting to note the differences between the two. The CEDEFOP Competence
Framework is thus much more instrumental and reads as a list of concrete work
tasks that have to be performed in order to promote labour-market relevance and
employability. It does not refer to more idealistic requirements linked to teaching in

terms of developing learners’ critical thinking skills and key competences.

Another difference to the School+ Taxonomy is that this list of activities (and the
related competences needed to address these) according to the editors should not
be taken as absolute requirements, but may change according to context, and the
weight and importance of the different areas can therefore vary from one
institutional, national and occupational context to another. It does, for instance, list
competences linked to international project work, which are practised by relatively
few, and certainly not all, VET-teachers. Also, they argue that it should not
necessarily be perceived as a description of the competences required by all
individual practitioners, but perhaps more as a tool for assessing institutional
competence3®. This allows for individual variations and could e.g. be used as an
argument for introducing an element of choice in curricula in the shape of optional
subjects or modules, where it is possible to pursue specific areas (or

subdimensions) and de-select others.

36 CEDEFOP op.cit. p. 17
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3.3 Evaluation of usefulness

It is not really possible to make any absolute assessment of the value of the two
competence frameworks. Even though they have many overlaps, they have been
developed in different contexts and from different perspectives, and there is
moreover a marked difference in focus and the level of granularity. Their usefulness
should be judged on the basis of the potential contributions that they can make to

VET-teacher training curricula, and here both have their strengths and weaknesses.

The CEDEFOP-framework zooms in on the VET-teacher function and has a clear
focus on the vital relationship between VET and the world of work — an aspect that
is almost entirely missing from the OECD taxonomy. It tries to span all dimensions
of the teacher function, including some of a very practical nature, where it can be
discussed whether these can be meaningfully integrated into formal curricula, or
whether they are of a nature where they would be more meaningfully acquired in
non-formal and informal contexts as part of the teacher practice. The entire OECD
Taxonomy focuses on what is in fact just one dimension (“Training”) in the CEDEFOP
framework, and it fleshes out in much more detail competence requirements within
pedagogy and didactics. It is not really concerned with how these reflect labour
market demands and improve the employability of learners but emphasizes the
promotion of issues like critical thinking; an issue which is vitally important for
citizens in today’s society with social media, “fake news”, and a general overload of
information that needs to be sorted and evaluated. This is not reflected in the
CEDEFOP-framework, but it is important also for VET - especially IVET, which has
an important double role of developing learners not exclusively to become
competent workers, but also active and responsible citizens in all aspects of societal
life. In this sense, the two competence frameworks can mutually complement each
other as sources of inspiration for teacher training curricula - also for second career

and hybrid teachers.

4. Analysis of teacher training curricula

A competence framework is descriptive and lists the full spectrum of competences
required for a specific profession. It is used as the starting point for the development

of a curriculum, which is a legal document that stipulates what a learner must
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possess in terms of knowledge, skills and competences in order to exercise this
profession. The two are not necessarily identical, however. A curriculum is
prescriptive and contains a selection of competences that are necessary to obtain a
qualification in a specific context (in the educational system, on the labour market).
Compared to the competence framework, it may not comprise the full range of this,
and/or it may be differentiated in terms of level. This is an important distinction. In
the words of CEDEFOP: “A competence framework is a generic description of the
skills, knowledge and wider competences that teachers, trainers and leaders should
possess to enable vocational education and training at high level. Such a framework
can be used when curricula or training programmes are designed for the initial and

continuing training of teaching professionals”.3’

Judging by the results of the survey, most European countries which have integrated
second-career and hybrid teachers in their VET-systems have specific, formal
provisions for the pedagogical/didactic upskilling of industry professionals who wish
to engage in teaching in VET-schools. In some countries, this is the main - and
indeed often the only - form of VET-teacher training for vocational subjects. This is
e.g. the case in the Netherlands. In others, these schemes exist alongside entirely
school-based teacher training in the traditional academic mould, where students, in
most cases with a background from upper secondary general education, receive
both vocational and teaching competences. In Ireland, however, only the latter
exists, and second-career teachers, which are found mainly in connection with
apprenticeship training, must rely on non-formal and informal upskilling provided
by the individual’s VET-school and colleagues and otherwise build up their own

competence profile as teacher professionals.

The teacher training schemes specifically developed for second-career and hybrid
teachers are very varied across Europe, as can be expected, since they are
predicated on diverse VET-systems and labour-market traditions. In a very rough
perspective, they seem to fall in two categories. One consists of relatively short
schemes, which aim to equip industry professionals with the basics of the teacher
profession and provide them with the necessary background to further develop their
knowledge, skills and competences in this respect. This is e.g. the case for Portugal

(with a workload of 90 hours) and Lithuania (180 hours). The second category are

37 CEDEFOP op.cit. p. 17
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academic-level programmes that focus more on depth and theoretical foundations,
generally aligned with a workload of 60 ECTS points, which corresponds to one year
of full-time study. An exception to this is Belgium (fl.), where the workload
constitutes 90 ECTS points (one-and-a-half years of full-time study). These are as
a rule modularised and contain significant elements of self-study and online
presence in order to provide a flexibility that allows learners to combine study with
employment. Countries with such schemes include e.g. the Netherlands, Finland,

Belgium, and Slovenia.

These two types of qualifications, however, are not significantly different in terms
of what they cover (see below). The design of short qualification programmes seems
to be motivated by considerations of access. Second-career and hybrid teachers are
in most cases recruited on the background of an IVET-qualification coupled with
relevant work experience, and to move from here to an academic environment can
be a steep and daunting climb, that for many may lead them to reconsider the
career-switch. Also, no matter how flexibly degree-programmes can be
implemented, 60 or 90 ECTS points represent a significant additional workload, that
participants in many cases are only partially compensated for. To this should be
added the general loss of income incurred by a switch - full or partial - from
employment in industry to a teaching role, that is the case for most industry
professionals. As the surveys undertaken in the framework clearly shows, economic
considerations are the single most important barrier to recruitment, in particular for
second-career teachers. Implementing an academic-level qualification scheme may
therefore mean that fewer industry professionals transfer to the world of teaching,
in which case the effect on teacher shortages is diminished, and the supply-line to
VET-schools of valuable cutting-edge knowledge and experience from the world of

work is made narrower.

Academic teacher qualification programmes, on the other hand, are designed to
take into account the changing (and expanding) role and tasks of teachers. It has
been concluded in many research reports that the role of teachers in VET is
becoming more complex and complicated due to developments in both the world of

work and in society in general.®® In tandem with changes in technology (especially

38 See e.g. CEDEFOP (2022): Teachers and trainers in a changing world (Teachers and trainers in a changing world

CEDEFOP)
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due to digitalisation), also new cross-cutting themes like Artificial Intelligence (AI),
the green economy, and environmental concerns need to be reflected in VET, and
at the same time VET-learners are becoming increasingly diverse in terms of age,
ethnicity, educational background, mental well-being etc. The cardinal issue is that
these changes occur not as specific points in time, but rather as an ongoing - and
accelerating - process. In order to cope with this, competences of VET-teachers
need to have the necessary width and depth that enable them to act as “reflective
practitioners” and constantly develop their craft to deliver training of the desired
quality. This — so runs the argument - requires academic-level competences. In
Denmark, the curriculum for teacher training of second-career teachers was
consequently changed from a more practically oriented scheme to an academic-

level degree course in 2010.

In a comparative analysis of contents, however, short qualification programmes and
degree programmes show a high degree of overlap in key elements the main
difference residing in the depth of the coverage. This becomes evident when

comparing the curricula of the shortest and the longest qualification programme.3°

Portugal (90 hours) Belgium (fl.) 4° 90 ECTS points

M1 - Contexts of intervention M1 - Language proficiency and presentation
skills

M2 - Initial pedagogical simulation M2 - ICT in education

M3 - Communication and dynamization of M3 - Education and society
groups in training

M4 - Pedagogical methodologies and M4 - General didactics
strategies

M5 - Operationalization of training: from plan M5 - Digital didactics

to action
M6 - Teaching resources M6 - Communication skills
M7 - Collaborative learning platforms M7 - Guidance of learners

39 The comparison has been made at headline-level and does not imply an in-depth analysis of curricula material.

40 The curriculum also contains two periods of work placements. Modules 7 and 8 actually cover four modules
(level 1 and 2), which share the same headline.
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M8 - Learning assessment M8 - Teaching workshop

M9 - Pedagogical simulation M9 - Subject didactics
M10- Differentiation
M11- Research into own practice
M12- Teacher responsibilities
M13- Classroom management

M14- Job shadowing

It is interesting that the focus in both these curricula is on pedagogical and didactic
aspects. They also take into account wider aspects of a sociological and
psychological nature (from the above - P: “"Contexts of intervention”; B: “Education
and society”). This focus is shared by the other curricula that have been used in the
context of this analysis*! - e.g. in Lithuania, the purpose of qualification is described
in the preamble in following words: “The aim of the course is to provide participants
with foundational knowledge in pedagogy, psychology, and didactics, which are
essential for effectively educating students according to vocational training and non-

formal education programs”42.

What they generally do not cover, however, are the aspects of a more practical
nature related to the CEDEFOP-categories of “"Administration”, “"Development and
quality assurance”, and “Networking”, which, following the logic of the 2009
CEDEFOP competence framework, may be deemed less essential, but which
nevertheless form an indispensable part of the VET-teacher competence profile:
“...it is obvious that training is the most central. However, with the general trend of

raising the quality of education and of making training more effective and

41 The countries involved in this analysis are mainly - but not exclusively — drawn from the
countries that take part in the TeacherAcquisition project and which have, of course, provisions for
the inclusion of second-career and hybrid teachers in their VET-systems. These comprise Belgium
(f1), Finland, Lithuania, the Netherlands, Spain, and Portugal. Denmark has been added to this group
because of some specific features of the teacher-training set-up here.

42 pedagogical and Psychological Knowledge Course Program approved by Order No. V-534 of the Minister of
Education and Science of the Republic of Lithuania on June 28, 2017.
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accountable, there is increasing pressure for the teacher to be more and more

involved also in the other activity areas”*3.

This is clearly a matter of priority (focusing on essential issues to avoid curriculum
overload), but it also reflects a judgment concerning where these competences are
best delivered, since clearly, there may be considerable differences between policies
and practices in individual institutions as to how these issues are tackled. In many
countries, VET-schools operate on the basis of national legislation but are
independent institutions with their own management boards, and with a high
degree of self-determination in many aspects. It would make little sense to go into
details with issues of a more practical nature in teacher training curricula, as there
may be significant differences from institution to institution. In countries where VET-
schools are state institutions and where teachers are civil servants, this is different,
and here it may make sense to deliver such knowledge centrally as part of the
national curriculum. In Spain#*, the curriculum thus e.g. contains an item called
“School guidelines”. Significantly however, it is one item (out of twelve) in one
module (out of nine). In most other countries, these issues are delivered de-

centrally in the shape of induction (or onboarding) courses in VET-schools.

4.1 Institutional-level induction and onboarding

Even though this cannot be quantified, it is a fair assumption that
induction/onboarding schemes for new teachers happen, in one form or the other,
in all of Europe’s VET-schools. These are very important for a smooth transition to
the life of teaching, but they are not a legal requirement, and do not confer any
recognised qualification. Consequently, they may differ substantially from school to
school. The differences between a formal teacher qualification and a non-formal
induction scheme can - somewhat simplified - be summarised in the following

juxtapositions:

43 CEDEFOP, p. 21

441t should be noted that Spain also has private VET-schools.
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Formal VET-teacher qualification Non-formal induction/onboarding
programmes schemes
National curriculum Contents decided by each VET-school,

often in a dialogue with the individual

teacher

Legal requirement No legal requirement

Academic level, shorter programmes or Non-academic, often no certification

bachelor-degrees of 60 - 90 ECTS (for in-house courses)

Often modular, with flexible delivery Short course at the beginning of
employment + ongoing CVET and

mentoring/job shadowing

Learning theory and didactics, Focus on hands-on, practical didactic
psychology of learners and the learning skills and administrative duties

situation

Acquired before starting as a teacher or Adquired on-the-job
alongside employment as a teacher

over a longer period of time

Dispensed at universities, university Mostly dispensed internally at VET-
colleges and other institutes of higher school level

education

Such induction/onboarding processes may also cover aspects of pedagogy and
(especially) didactics, mostly in the shape of mentoring by more experienced
colleagues, or possibilities for “job shadowing” (i.e. participating in classes as an

observer to learn from teaching practices here).
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The case of Ireland is somewhat complicated. There is no dedicated, formal teacher
training programme for entrants to the teaching profession coming from industry,
and in principle these would have to quit their job and go into teacher training
colleges on par with people coming from upper secondary general education and
complete the 180 ECTS programme® before they have the formal right to call
themselves “teachers”. However, people coming from industry can be hired as
“instructors” in VET and perform teaching functions without calling themselves
“teachers”. For this, no formal teaching qualification is needed, but the school offers
both in-house and externally provided competence development organised on an
individual basis, which may even lead to a full teacher qualification. In promotional
material directed at industry professionals, arguments for choosing this career
pathway thus include “Access to progression and continuous professional

|II

development opportunities to advance your career as a teaching professional” and
“Educational support through employer-sponsored academic education, paid study
leave, and in-house training and development programmes”.*¢ It has not been
possible to locate data on how many instructors actually pursue a formal teacher

qualification.

Contrasting the CEDEFOP competence framework with national curricula for teacher
training of second-career and hybrid teachers shows that there is an important part
of teacher training that is not included into formal curricula but is dispensed at local
level through induction/onboarding activities organised by the individual VET-
school. This interplay is not integrated into the legal framework for teacher training,
however. We do not know much about how these are organised, and inevitably there
will be differences in contents and delivery dictated by institutional policies, as well
as high degree of individualisation, depending on the exact profiles of individuals

who have been recruited from industry.

Our knowledge on induction/onboarding activities and the interplay between these

and formal qualification programmes is very limited.

4 Corresponding to three years of full-time study with no stable income other than student grants

46 Generation Apprenticeship
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4.2 Aspects of access and delivery

Industry professionals wishing to transfer to VET-teaching and requiring a formal
qualification to do so can, in principle, acquire this before they make the transfer.
Yet with the exception of short, formal qualifications like in Portugal and Lithuania,
this is not really an option other than under exceptional circumstances, as the
investment needed to complete an academic-level programme in terms of time and
workload makes it impossible to hold a job in industry at the same time. Also,
enrolling in an individual capacity may in some cases incur quite significant tuition
fees. For the countries involved in the analysis, this means that the acquisition of
formal teaching qualifications is commenced after recruitment and after they have
started working as teachers, and that it is the VET-school that bears the costs of
this.

The double workload of engaging in an academic-level teacher training programme
and commencing in a new profession at the same time would require an exceptional
level of dedication, and in most cases this would deter industry professionals from
making the transition in the first place or lead to unacceptably high attrition rates.
Therefore, there is a focus on flexible modes of delivery in most curricula, where
teacher training programmes are divided into modules that are spaced apart,
allowing learners to put together their qualification like Lego-bricks and over a
longer period of time with intervals of recuperation in-between. At the same time,
this is also an important pedagogical principle, as it allows them to gather
experience from practice in the intervening periods and to work with this in their
modules, thus ensuring a direct line between theory and practice. Other modes of
flexible delivery involve online-tuition and self-study, which obviate the need for

travel in connection with lessons.
A few examples will serve to illustrate these aspects:

In Denmark?#’, vocational schools can hire new teachers directly on the basis of their
technological qualifications (e.g. from IVET), but legislation stipulates a minimum
amount of mandatory work experience from industry (two years) before they can
be recruited. Once they are recruited, however, they can, in principle, start working

as teachers from day one, but within one year of employment they must commence

47 For more details, see Diplom i Erhvervspaedagogik — Danske diplomuddannelser
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the bachelor-level teacher training programme, offered by universities or university
colleges. This programme corresponds to one year of full-time studies (60 ECTS),
but it is modularised (five modules + final project) and can be taken alongside
employment as teachers in a period of up to six years. This means that there is a
built-in flexibility vis-a-vis their workplace, where study periods can be placed in
less busy periods. Much of the work consists of self- study with only limited physical
presence at the teacher training college (typically two days per module), which
further promotes flexibility. Three of the five modules are mandatory, but in the
remaining two it is possible to choose between nine different optional modules, so
that the learner can accommodate special interests or requirements from the
workplace within the programme. Interestingly, Danish legislation has traditionally
not allowed the use of hybrid teachers in VET, except when under supervision of a
fully of a fully qualified VET-teacher®®. This has been made possible in recent years,
but only as a pilot scheme, and upon application to the Ministry of Education in each
individual case, where the applying school must argue vis-a-vis the Ministry for
relevance and competences of the hybrid teacher. However, there are no

pedagogical/didactic qualification requirements for these hybrid teachers.

The situation for second-career teachers is very similar in the Netherlands, but in
respect of hybrid teachers, the situation is different, in so far as these have been
integrated as a permanent feature of the system for many years - in fact, app. 11%
of the teachers in VET in the Netherlands are hybrid teachers*. There is an
interesting legal distinction made between “hybrid teachers” and “guest teachers”.
If a teacher teaches more than an average of 6 hours per week on an annual basis,
the teacher needs to meet the same legal competency requirements for second-
career teachers (i.e. a relevant bachelor’s degree?° like in Denmark). If the teacher
teaches less than an average of 6 hours per week on an annual basis, these legal
competency requirements do not apply. By law, however, “guest teachers” need to

have specific knowledge and skills in the sector which they teach in the VET-school

48 Forsgg med friere brug af gaestelaerere i AMU | Bgrne— og Undervisningsministeriet

49 Techniekpact (2020): https://www.hybridedocent.nl/wp-content/uploads/sites/30/2021/12/HYBRIDE-
DOCENTEN-IN-HET-TECHNISCH-BEROEPSONDERWIJS.pdf. ABF Research (2021): https://www.sommbo.nl/wp-
content/uploads/ABF-instroom-uitstroom-MBO-feb-2021.pdf.

50 See https://wetten.overheid.nl/BWBR0007625/2024-07-01 and Pedagogical Didactic Certificate (PDG) | Post-
Bachelor | HU University of Applied Sciences Utrecht
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and are only allowed to teach educational components to which that specific
knowledge and skills relate. Furthermore, guest teachers teach under the
responsibility and supervision of a qualified teacher that is appointed by the VET-
school. The distinction between “hybrid teacher” and “guest teacher” is very
interesting, since it does not frighten off potential hybrid teachers with a rigid
demand for an extensive qualification programme, and it is unique in the countries

involved in this report.

Spain offers an interesting development in this respect. Vocational teachers are by
law required to have a university degree (master’s degree), but for a number of
professions, there are no corresponding university degrees, notably in aesthetics,
catering services, graphic production, hairdressing, machining and machine
maintenance, manufacture and installation of carpentry and furniture, pattern and
dressmaking, motor vehicle maintenance, welding®!. In a revision of the VET-law
from 2022, people with qualifications in these sectors (e.g. from IVET) can now
obtain an “Official Certificate of pedagogical and didactic training" (COFPYD) which
qualifies to teach in VET-schools. This is at bachelor-level (60 ECTS points) but can

be taken entirely online®?,

5. Implications for project deliverables

On the basis of data and insights from the baseline research as well as what has
been gathered in the context of the project (baseline, survey, analysis of existing
qualification frameworks, analysis of selected national curricula), it is possible to
extract some important messages for the four deliverables of the project. However,
these insights are not of a nature that allows them to be formulated as absolute
recommendations, but rather as key questions or perspectives on what is ultimately,
due to the diversity of VET-system and VET-teacher training in Europe, a matter of

informed decisions. This goes for all four of the deliverables.

51 See CEDEFOP (2023): Vocational education and training in Spain, p. 58. Vocational education and training in
Spain: short description

52 Official Certificate for Pedagogical and Didactic Training for Vocational Training Technicians (COFPYD). UNIR la
universidad en internet. Certificado Oficial de Formacién Pedagdgica y Didéctica (COFPYD) | UNIR
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It needs to be borne in mind that the state of the art of research and data availability
on the use of second-career and hybrid teachers in VET is currently very restricted.
This will undoubtedly change in the future because of the imperative of increasing
VET-teacher shortages, but at this stage the work of the TeacherAcquisition project
is a pioneering effort, which heavily relies on own efforts and resources to cover
this deficiency. This brings challenges in terms of especially representativity, but
also to some extent validity and reliability of background data, which have been

described earlier.

5.1 First deliverable: Competence framework

A competence framework should, in principle, list all the competences that are
necessary to fill a specific work function on the basis of an analysis of existing
requirements, and it is a necessary first step in the development of teacher training
curricula. There is no such competence framework at present dedicated particularly
to second-career and hybrid teachers in VET, and certainly not at European level,
but we have the 2009 CEDEFOP European-level competence framework for VET-
teachers. This will - presumably - to a large extent cover second-career and hybrid
teachers as well, especially since the data that this builds on involves some of the
European countries, where industry professionals already constitute (and also did

in 2009) the main source of recruitment of VET-teachers in vocational subjects.

The CEDEFOP competence framework does not only focus on competence-
requirements linked to teaching (pedagogy and didactics) but also includes many
other competences that impinge on the teacher function. It does so under the
headings of "“administration”, “development and quality assurance” and
“networking”. Many of these are absolutely crucial to the VET-teacher function and
are to a larger or smaller extent relevant to all teachers, even though perhaps only
to a minuscule extent to hybrid teachers who only teach very few lessons and are
not involved at institutional level. Others are optional (e.g. linked to international
project work), and many VET-teachers are likely not to come in touch with these
during their careers. Listing these in a competence framework implies some kind of
distinction between “need to have” and “nice to have” competences. The CEDEFOP

competence framework deliberately chooses to include both those categories, but
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the risk is, of course, to end up with a long (and potentially endless) list that

obscures important priorities.

The OECD School+ Taxonomy zooms in on teaching (pedagogy and didactics)
exclusively, and it is therefore not really a competence framework other than in an
eclectic sense. These are, of course, the crucial elements for second-career and
hybrid teachers, who come with updated vocational knowledge and experience, but
in most cases only have the idiosyncratic memories from their time in the
educational system to guide them in their teacher practice. Another distinguishing
feature of the School+ Taxonomy is that it more explicitly embraces the “double
nature” of teaching; i.e. it makes visible the responsibility of the educational system
(and teachers) not just to impart factual knowledge in specific subjects, but also to
support and underpin learners’ development both as persons and citizens, a fact
that is acknowledged in the preambles of many VET-curricula as an important
outcome of the learning trajectory. This is, of course, particularly important in an
IVET-context, where many learners are in the 15-19 age bracket. Within the last
couple of years, there has been an increasing emphasis on the “citizenship
education” aspect, and there is how an emerging awareness of the importance of
not just compartmentalising it in a specific subject, but to integrate it as a cross-

cutting aspect also in vocational contexts.

5.2 Second deliverable: teacher training curriculum for second-
career and hybrid teachers

Curricula are part of the legal framework (since they confer a formal qualification),
which competence frameworks are not, and contrary to a competence framework,
a curriculum is not descriptive, but prescriptive — it represents a selection of the
competences that are considered absolutely crucial for prospective teachers to
have, and which must be given priority. Curricula also to a much higher extent
inscribe themselves in specific, national contexts (delineated by e.g. systemic
requirements, financing, delivery) that impose restrictions on contents and design.
Whereas a competence framework can accommodate all types of competences, it
is extremely complex to develop a curriculum proposal that can be adopted by all
European countries, unless one operates with a very high level of abstraction that
allow individual countries a wide margin for interpretation. Specifying contents in
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greater detail may make the template more useful as a practical tool but may also

imply choices that may not necessarily reflect priorities in all national contexts.

It is a significant finding of the analysis on national curricula aimed at second-career
and hybrid teachers that there is a strong emphasis on pedagogical and didactic
aspects, and in connection with this also on matters of sociological and
psychological importance for the learning process that influence these (e.g. profiles
of VET-learners). This - interestingly enough - is the same irrespective of the length
(90 lessons or one year) and the level of the curricula that have been analysed.
Issues related to the CEDEFOP dimensions of “Administration”, “Development and
quality assurance” and “Networking” are not covered, or at least only implicitly, but
are taken care of through induction/onboarding processes at institutional level.
These processes are not inscribed in legal frameworks, and it is not mandatory for
VET-schools to organise these, but there must be a clear understanding of the

relationship between the two, when curricula are developed.

It is not only the contents of the curriculum that is important to teacher training for
second career and hybrid VET-teachers but also matters of access requirements,
costs, and delivery, as these can have a huge impact on recruitment among industry

professionals.

5.3 Third deliverable: Guidelines for VET-school leaders

With a situation where formal curricula for teacher training programmes are focused
on matters of pedagogy and didactics, the induction/onboarding that happens in
context of the VET-school assumes a crucial importance. As it is not part of the legal
framework, however, it is not mandatory, but entirely up to the individual VET-

school if and how this is organised.

Data from the 2018 TALIS survey indicate that it is far from all teachers who
undergo induction/onboarding, but the reasons for this are not given. It is probably
fair to say that this is often due to tight school budgets. However, research has
shown that these processes of induction/onboarding can be crucial for the retention
of new VET-teachers, and this is a very strong argument in times of teacher
shortages, given the data on high rates of attrition that comes from some countries.

School leaders are thus very likely to be receptive to the organisation of such
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efforts, once this has been explained, as the consequences of teacher drop-out can

be infinitely costlier.

The formulation of guidelines can be a great help by pointing out what such should
consist of and thus provide a reference framework at school level.
Onboarding/induction can contain two aspects - one is related to the CEDEFOP-
categories of administration, development and quality assurance, and networking,
where the new teacher must be brought up to scratch on local policies and practices;
the other concerns the teacher function itself, where it may be necessary to offer
assistance and support in the beginning - e.g. in the shape of mentoring schemes
- as industry professionals in many cases only start formal teacher training after
they have been employed at the VET-school. In Denmark, they can wait for up to
one year before commencing but will be involved in teaching activities at the school
very much earlier. Even though some may have been involved as instructors of
apprentices in their enterprise, this often happens on a one-to-one basis, whereas

managing a classroom with a large group of learners is an entirely different thing.

5.4 Fourth deliverable: Recommendations for policy makers

Recommendations for policy makers are extremely dependent on context, and what
is an appropriate and innovative recommendation in one VET-system may already
either be impossible to implement in others, or irrelevant because it already is an
integrated part of the teacher training system. As contents have already been
covered in deliverable 1 & 2, these recommendations should focus on surrounding
aspects like recruitment, delivery, and access provisions. The following best
practices identified during the research phase may form the starting point of

recommendations:

1. Only in one country there are accurate statistics available on second-career
and hybrid teachers. More accurate statistical frameworks must be developed
at national level also elsewhere that can capture the phenomenon in a more
precise fashion than is currently the case in most countries. This may happen
using proxy data, if it is not possible to gather first-hand data, but the
shortcomings of these must be clarified and taken into account in decision-

making processes.
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2. National qualifications for second-career and hybrid teachers in a number of
countries are modularised and can be flexibly delivered, and it is not
necessary to complete the qualification before commencing the work as VET-
teacher. This means that industry professionals can be recruited as teachers
and start teaching and earning a salary and then take all the modules of the
qualification one by one in a rhythm that can be accommodated both to
individual and institutional needs. There is also usually a time frame,
depending on the length of the curriculum, within which all modules must be

finalised, to avoid that the process is dragged out infinitely.

3. Costs for the teacher training qualification are in most cases - but not all -
borne by the school or the state, and not by the individual. Shifting costs
away from individual (who already have to invest time in acquiring the
qualification) means that the decision by industry professionals to engage in
VET-school teaching - given that this in most cases will entail a cut in salary

- is not further swayed by financial considerations.

4. A distribution between mandatory and optional modules makes it possible to
operate with more personalised curricula that reflect institutional and

personal priorities.

5. In one country, there is a cut-off point for numbers of lessons that hybrid
teachers can teach, before they are required to acquire a teacher
qualification. This means that hybrid teachers who only are at the VET-school
intermittently and have few lessons, do not have to invest their resources in
following a curriculum that in many countries corresponds to one year of full-

time study. This may facilitate recruitment.

6. In order to reap the full benefits of second-career and hybrid teachers and
capitalise on their updated vocational knowledge and labour market
experience, it is necessary that VET-schools possess modern equipment, so
that these are able to pass this on to learners and increase quality and
relevance of the teaching efforts. Outdated tools and machinery (hardware

and software) will in many cases deny them this possibility.
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6. Concluding remarks

The TeacherAcquisition project is very much of a pioneering effort. Despite the
conclusions of the 2021 OECD study on teachers and leaders in VET (see above),
the issue of second-career and hybrid teachers has not been the subject of much
research and development since then, and our knowledge base has not really
expanded in the intervening period. However, the lack of VET-teachers persists, and

the challenge has lost none of its pertinence.

Of the countries involved, it is arguably only the Netherlands where there is a long
tradition for second-career and hybrid teachers, where these are fully integrated
into the VET-system, and where accurate and dedicated quantitative data can be
retrieved. Also, at qualitative level this is reflected in the shape of studies on
selected aspects of these target groups and their role in VET. In some other
countries, where teaching in vocational subjects is mainly carried out by second-
career teachers, some research (but no dedicated statistics) is available on this
target group, but hybrid teachers are, generally speaking, not covered at all neither
in statistics nor in qualitative research. This makes any European-level comparative
research on these two target groups almost impossible, and in most cases limited

to the formulation of hypotheses. The data is not there.

What is achievable in the TeacherAcquisition-project in a European (EU) context in
terms of research is therefore mainly hypothesis-building, informed by inputs from
a narrow selection of countries where in most cases only incomplete data is
available. Given that the shortage of VET-teachers shows no signs of abating and
given that the recruitment of industry professionals as second-career and hybrid
teachers represent what is arguably the most promising way of plugging the gaps,
it is imperative that further research work is carried out in order to provide a robust,
European knowledge-base that can clarify the extent of the problem and provide

inspiration for development work both at national and European level.

The below recommendations have been elaborated on the basis of the results
(hypotheses) of the TeacherAcquisition-project, only these should be carried out in
a more systematic way and all EU member states must be included in order to

provide robust evidence for the further development of this theme. As quantitative
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data is unavailable in most countries, the focus is on qualitative work. However, it
is a necessary precondition to obtain a quantitative overview using comparable data

from across Europe.

The recommendations are aimed at European-level actors with the necessary
expertise and resources to carry out such an undertaking (CEDEFOP, Eurydice, and
the Joint Research Centre®3), but some of these can also be implemented at national

level.
The five recommendations have the following focus:

1. Establishing an overview of the use of second-career and hybrid
teachers using proxy data

Graduation data from providers of second-career and hybrid teacher’ qualifications
should be compiled in all EU member states to assess the in-flow of qualified
teachers coming from industry. Collecting data sets from several years, it is possible

to assess whether the use is increasing or declining.

2. A mapping of legal frameworks and accompanying measures

An EU-level overview of legal frameworks that underpin or prohibit the use of
second career and hybrid teachers (such as legislation establishing the provision of
formal qualifications enabling industry professionals to achieve teacher status)
should be registered and compared, accompanied by a list of national-level
initiatives to facilitate the recruitment of industry professionals to the teaching

profession (e.g. dedicated electronic platforms to provide knowledge and contacts)

3. The elaboration of an updated competence framework, focusing on
hybrid and second-career teachers and based on larger-scale
surveys and interviews

The competence framework developed in the context of the TeacherAcquisition-
project is based on inputs from a narrow circle of project participants and secondary
literature. It is useful as a source for inspiration, but to ensure its representativity
in a larger, European context, a more authoritative version should be developed,
based on surveys and interviews with practitioners and VET-school leaders, as well

as stakeholders in the VET-system (social partner organisations, chambers of

53 Joint Research Centre
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commerce and industry). This will replicate and update the 2009 CEDEFOP-

framework, but with a specific focus on second-career and hybrid teachers.

4. A more extensive analysis of existing curricula for teacher training
programmes for second-career and hybrid teachers

The TeacherAcquisition-project has identified important trends, but targeted,
political interventions require a more extensive comparative analysis carried out
across Europe. Not only of contents, but also access requirements, modes of
delivery, duration, funding arrangements, and costs in order to identify common

patterns and deviations from these, and to identify examples of good practice.

5. Retention of second career and hybrid teachers

This should clarify whether retention is as serious a problem at European level, as
statistics from the Netherlands and Belgium (fl.) might indicate, if feasible using
existing data on teachers in VET.

6. The interplay between formal teacher training qualifications and
institutional level induction/onboarding courses

A study of how formal teacher training programmes for second-career and hybrid
teachers interact with induction/onboarding schemes at institutional level. This
should also involve an assessment of the extent to which the latter can be
conceptualised and delivered in a way that can have an impact on the reduction of

attrition rates among this target group.
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