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Abstract. This paper is a follow-up to the study “VET trainers in public and private
training institutions” (EAC/09/06 Studies on Trainers in Vocational Education and
Training: key actors to make lifelong learning a reality in Europe LOT 2) that was
commissioned by the European Commission to Research voor Beleid (RvB) & PLA-
TO in 2008. The author of this paper — which focuses on the professionalization pro-
cesses of VET trainers and instructors working in public training organizations in
South-Eastern Europe — was involved in the study as a research expert for a cluster
of countries that included Bulgaria, Cyprus, Greece and Turkey. The paper looks
upon current issues of VET trainers’ career paths, their roles and competencies, their
qualification and recruitment processes as well as the varied policies and professio-
nal development activities for this group of people, from a comparative perspective.
The paper concludes with some recommendations for improving access and working
conditions, supporting professional development and raising attractiveness of the pro-
fession in this part of Europe.
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Introduction

Vocational Education and Training (VET) staff plays a key role in making
lifelong learning a reality. They are the ones who transfer knowledge, com-
petences and skills to the learners. However, not a lot is known about this
particular group of professionals. At the European level, there is a lack of
vital information about various aspects of these people, such as how they
are recruited, what competences, skills and qualifications they are expected
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to have or required to possess, what their specific roles and tasks are, what
their employment status is, how their professional development is organized,
how they are assessed and how attractive their profession is. The Maastricht
Communiqué (European Commission, 2002a) that reviewed the Copenhagen
Declaration (European Commission, 2002b) and the Helsinki Communiqué
(European Commission, 2006) underlined the close link between the quality
of training and education systems and the quality of education and training
staff.

According to RvB & PLATO (2008: 63), VET trainers hold various positi-
ons which encompass a wide variety of tasks and roles. They teach, instruct,
coach, guide, develop, recommend, stimulate, assess, and so on. They serve
audiences of various ages in every phase of their professional lives and in a
wide variety of content domains or areas of expertise and competence. In addi-
tion to their educational positions and roles, these people have jobs that go be-
yond training in the sense that they include a lot of counselling and coaching
to help people overcome the lack of self-esteem or remorse for lost chances at
former jobs. They are also involved in the processes of accreditation of prior
learning and experience. Perhaps it is a sign of the still underdeveloped profes-
sionalism in the field where there has not been a further differentiation so that
each task is performed by those that are good at it (Buiskool et al., 2010).

This is largely echoed in South-Eastern Europe, where the situation of
the professional development of VET trainers is more on the downside. Ge-
nerally speaking, in the majority of South-Eastern European countries, VET
is expected to provide professional, individual and social improvement, to
address skill development or upgrading, and above all to respond to problems
relating to labour market access. A generic appreciation of the situation is
that VET trainers in South-Eastern Europe, especially in the present period
of economic recession, face obstacles such as dependency on government or
EU funding, changing political perspectives on and interest in VET overall,
the policies prescribing an enclosed employment-oriented market (sometimes
roofed under a tight registry that literally closes VET market rather than gua-
rantee its quality) and, occasionally, the lack of national legislation or frame-
works and structures covering their field of practice (Zarifis, 2009).

Following the results of the study “VET trainers in public and private tra-
ining institutions” (EAC/09/06 Studies on Trainers in Vocational Education
and Training: key actors to make lifelong learning a reality in Europe LOT
2) that was commissioned by the European Commission to Research voor Be-
leid (RvB) & PLATO (2008), this article looks upon the VET trainers’ main
characteristics in South-Eastern Europe, from a comparative perspective by
examining two elements. The first focuses on the selection procedure and wor-
king conditions of VET trainers, and the second focuses on the opportunities
for and obstacles to their professional development and evaluation.
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Vocational education and training provision
in South-Eastern Europe: main trends

VET initiatives — both initial and continuing — in South-Eastern Europe (with
minor variations from one country to another) are organized and carried out
by different authorities and institutions, primarily ministries (largely of edu-
cation and/or labour), public agencies, some universities, NGOs, adult voca-
tional centres, trade unions, advisory organizations, chambers and private
vocational and industry centres, as well as a number of funded projects. The
majority of these projects are funded by the EU whereas a small fraction is
subsidized by different states as a form of public investment (Zarifis 2009:
164-165). Many studies — such as the study on “VET trainers in public and pri-
vate training institutions” (RvB & PLATO, 2008) and the EUROTRAINER
study that focuses on the situation and qualification of trainers in Europe
(Kirpal & Tutschner, 2008) — present clear evidence that the converging ele-
ment for implementing lifelong learning in South-Eastern Europe is largely
related to VET trainers with the aim of improving their employability (Euro-
pean Commission, 2003a; 2003b; 2003c; 2003d). This development has been
largely supported by special policies literally creating a maze of activities,
especially in Turkey, where the proportion of actions and projects taking place
are more varied in character than the rest of countries mentioned here, and in-
volve far more elaborate networking among different players. However, lack
of previous experience in the area of VET, along with the constant pressure
for absorbing available EU funds (this is more obvious in Greece, Cyprus and
Turkey, and less so in Bulgaria that has stronger historical ties with the deve-
lopment of VET during the communist period), has largely forced the develop-
ment of incomplete policies that occasionally serve the means of the funding
procedure without delivering a high quality end-product (Zarifis, 2009: 165).

In Bulgaria VET is organized and carried out by diverse authorities and
institutions such as the Ministry of Education and Science (MoES), the Mini-
stry of Labour and Social Policies (MLSP), the National Agency for Vocatio-
nal Training and Education (NAVET) and the Human Resource Development
Centre (HRDC). In terms of policies developed in this area, two main Acts
regulate the vocational education and training system in Bulgaria. The Voca-
tional Education and Training Act (VETA), adopted in 1999, regulates the
organization, management and funding of the vocational education and trai-
ning system. It covers initial vocational education and training and continuing
vocational training, where it is complemented by the Employment Promotion
Act (EPA) which replaced the Unemployment Protection and Employment In-
centives Act (UPEIA) that was adopted in 1997. It is the primary act dealing
with continuing vocational training (especially for the unemployed). VETA
provides for the establishment of close links between vocational education
and training, the social partners and the labour market, for institutional de-
centralization of the vocational education and training system to regional,
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municipal and school levels, and for ensuring quality within the training pro-
cess. In this context NAVET, which is the primary body established under
VETA, provides for the training (initial and continuing) and evaluation of the
professional competencies. In terms of links between formal education and
vocational practice, initial vocational education and training in Bulgaria is
primarily school-based. VETA provides for the relation between initial and
continuing vocational education. Initial vocational education and training are
anecessary prerequisite for further vocational training and personal develop-
ment, from the perspective of the new requirements for mobility, adaptability,
professional knowledge and culture and entrepreneurial skills. In terms of
funding, the activities for improvement of the qualification and re-qualifica-
tion are financed almost exclusively by the “Central Fund for Vocational Qu-
alification and Re-Qualification”. Subsequently this fund has been renamed
“Vocational Qualification and Re-Qualification of the Unemployed” (VQRU)
and distributed by the National Labour Exchange. The learners’ educational
expenses (qualification or re-qualification) are paid by the state through the
VQRU fund, through the labour market, through co-operative funds or by
sponsoring organizations.

In Cyprus the dominant actors responsible for governing and promoting
VET and implementing the relevant policy are the Planning Bureau (PB),
the Ministry of Education and Culture (MoEC), the Ministry of Labour and
Social Insurance (MLSI) and most importantly the Human Resource Develop-
ment Authority (HRDA). MoEC has the overall responsibility for the enforce-
ment of education laws, the implementation of education policy and the admi-
nistration of education. It manages and operates public education institutions
for the pre-primary, primary and secondary levels including both general and
technical-vocational education. MoEC is also responsible for managing the
various levels of public education. Other ministries are active in the provision
of education and training. The MLSI, as part of its responsibility to cater
for labour and human resource development matters, has taken initiatives to
set up professionally oriented education and training institutions. HRDA is a
semi-government organization whose mission is to create the necessary pre-
requisites for the planned and systematic training and development of human
resources of Cyprus. As from 2003, HRDA’s powers were broadened and mo-
re precise responsibilities were assigned with respect to standards for vocatio-
nal qualifications, vocational guidance, and cross-border activities, as well as
the accreditation of VET centres and VET trainers that is to be implemented
from the beginning of 2013. In terms of VET funding, it must be noted that
there is still no completely developed funding mechanism to increase private
investment from enterprises, households and individuals. There is, however,
provision in the law for subsidies of the workers’ training. HRDA encourages
a mix of public and private sector donors. This funding takes the form of a
training tax of 0.5 per cent of the wages of salary earners and a reduced fee
is charged for some courses. HRDA’s policy and schemes for funding non-
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formal learning provide added motivation to engage private investment by
following a policy of co-financing training activities and projects initiated by
enterprises and private training institutions. This policy has contributed to
rapid increase of training provision, in terms of number and training facilities
(CEDEFOP/HRDA, 2005).

In Greece the competent body appointed to implement the Copenhagen
objectives in Greece is the Organization for Vocational Education and Training
(OEEK) established in 1992. OEEK is the national reference point for IVET. It
is also the supervisor of the public and private Vocational Training Institutes
(IEK). Until 1992 the social partners did not play a distinct role in the develop-
ment of vocational training in Greece. The State was the most important agency
for planning and implementing vocational training and education measures.
The ambiguity of the role of the social partners changed as of 1998. They beca-
me involved in the administrative boards of organizations involved in training
and education (National Labour Institute, National Employment Observatory,
and National Centre for Vocational Orientation). In parallel, they promoted re-
levant research and publications, and took initiatives to invest in human resour-
ces, bolster proactive measures of intervention in the labour market resulting
in the more effective contribution of social partners associations to optimizing
vocational training and employment promotion. More recently the Greek Go-
vernment passed the first bill on Lifelong Learning (Law 3369/2005) that was
replaced by an updated one (Law 3879/2010). This is an integrated legislative
framework falling under the manpower development strategy and investment
on human capital. In this context, a priority to the development and activation
of the ‘National System for Linking Vocational Education and Training with
Employment’ (ESSEEK A) has been given. The pillar of such a system is the Na-
tional Accreditation Centre for Continuing Vocational Training (EKEPIS) that
was very recently merged with two other organizations into a single entity, the
National Organization for Accreditation of Qualifications & Vocational Guidan-
ce (EOPPEP). EOPPEP is expected to develop the means for accreditation of
vocational qualifications system such as the introduction of ECVT (European
Credits for VET). With the realisation of ESSEEK A and with the promotion of
the subject of a single accreditation, the law provides the possibility for social
partners to create relevant bodies, aiming, eventually, to active participation
and the strengthening of social effectiveness of VET.

In Turkey VET is managed in a way that covers labour market’s needs
in professional skills and concentrates on secondary school VET provision. It
was this among other structural and legislative needs that led to a multi-mil-
lion project funded by the EU on Strengthening VET (SVET). SVET was a
five-year project (2002-2007) resulting from an agreement signed between
the European Commission and the Government of Turkey, which had a total
budget of € 58.2 million. The project found itself at the centre of a debate abo-
ut the relationship (actual and desired) between labour and education; of anot-
her debate about central, provincial and local responsibilities; and of a third
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debate about the likely career path of VET graduates. In terms of policy initi-
atives and implementation, the structure and function of the VET system in
Turkey is defined in two laws; Law 1739/1973 National Education Basic Law,
and Law 3308/1986 Apprenticeship and Vocational Training Law. Law 3308
comprises two components covering the entire vocational education system
at different levels. The main importance of this law is that it covers not only
apprenticeships but also the entire VET system. It also establishes a connec-
tion between the education system and the needs of sectors by giving new re-
sponsibilities and incentives to enterprises and incorporates the involvement
of the social partners in decision-making bodies at different levels. In terms
of links with the formal education system, vocational and technical secondary
education consists of education institutions that train manpower for a range of
occupational and vocational areas and prepare students for higher education.
Within the framework of Law 3308/1986, the students at vocational and tec-
hnical training level have the opportunity to undertake a part of their applied
training at business facilities. As a result of arrangements introduced by the
Law on Apprenticeship and Vocational Training, the system of vocational tra-
ining has found three main areas of application:

» formal vocational education (school based);

* apprenticeship training (school and industry based);

* vocational courses (provided by various companies).

Taking into consideration the needs of society, the Ministry of National Educa-
tion (MoNE) shows sustained effort to co-operate with the private sector and
a number of Non-Governmental Organizations (NGOs) in all areas, including
curriculum development, generating additional resources, more efficient and
effective use of existing human resource capacity, and aligning vocational
education and training with realities of workplaces.

From this brief presentation it is evident that in the field of VET there is a
wide range of activities involving a variety of actors that respond to the need
for quality provision and ultimately for developing qualified trainers. Notice-
able trends, however, also include the creation of programmes of educational
reform in most of these countries (mainly Bulgaria and Greece); a movement
towards a ‘parity of esteem’ between academic and vocational education (this
is particularly noticeable in Greece); the use of various types of accreditation
system (that in most cases do not correspond to any given European frame-
work), the emergence or growth of private training institutions in all of these
countries; a particular concern about unemployment and moving the long-
term unemployed into work and off benefit dependency (especially in Greece,
where the unemployment rate is well over 18 per cent due to the socio-eco-
nomic measures); and the strengthening of attempts to use VET to improve
social inclusion and equity (often with a focus on the unequal distribution of
opportunities to those from lower socio-economic groups and certain ethnic
minority backgrounds).
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Based on this primary appreciation of VET provision in South-Eastern
Europe, the next section of the paper aims at depicting some strengths and ir-
regularities regarding professionalization of VET trainers. This is done with
by using a comparative framework that utilizes two distinct units. The first
relates to the selection procedures and working conditions of VET trainers,
mainly focusing on recruitment, professional expectations and working con-
ditions. The second relates to offered opportunities and possible career paths,
professional development and evaluation of the training staff. Comparison is
primarily based on the official country reports submitted to the Commission,
specific laws and decrees published in official government gazettes, and infor-
mation collected from separate VET structures, with direct reference to the
findings presented in the study report on “VET trainers in public and private
training institutions” (RvB & PLATO, 2008).

Selection procedures and working
conditions for VET trainers

The channels through which VET trainers in South-Eastern Europe are recru-
ited are diverse and not at all formalized. More specifically:

In Bulgaria training staff (in all VET) is normally selected among acade-
mics and people who are specially trained (with a higher education degree).
After selection, trainers are generally employed for the whole period for which
the programme lasts. The permanent staff consists of the board of directors
that are generally academics and researchers. All training staff is contracted
depending on their duties, for a period of time that varies from twelve months
to three years with contract renewals after that period has been completed and
upon their performance and the needs of the centre (HRDC, 2002). Moreover,
there are no restrictions (regulatory or other) regarding the pursuit of the oc-
cupation by professionals in the industrial sector. Nor are there any restricti-
ons (of normative or other nature) on teaching activity performed by experts
from the industrial sector. The Public Education Act (1996) allows vocational
training of students to be conducted by persons qualified in the relevant field
without a teaching certificate. It is impossible, however, to say whether they
are experts from the industrial sector or unemployed professionals who ha-
ve found employment in education. Nor are there any obstacles to teachers
of vocational subjects to discontinue temporarily their teaching and work in
industry in order to build on their knowledge and skills in the respective voca-
tional field (Dimitrova, 2007).

In Cyprus the situation is slightly different. Normally, most VET training
staff employed comprises school teachers with more than three years in ser-
vice (either in formal school education or elsewhere). The requirements for
appointment of secondary school teachers to a training staff position include
a university degree in the specialization they are to teach and a Certificate
that they have attended the pre-service training course at the Pedagogical In-
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stitute of Cyprus (PI). Trainers are selected at the beginning of the year, which
means that contracts may not last for more than a year. Before the beginning
of each year, however, the tutors sit a special circle of training seminars. All
trainers are employed with temporary appointments. The Human Resource
Development Agency (HRDA) is currently working towards a scheme for
accrediting VET trainers. This scheme is planned to be fully implemented

from 2013.

Table I. Recruitment procedures and working conditions
for VET trainers in South-Eastern Europe

teacher train-
ing staff in
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strative staff.
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Academic te- be appointed in Hl]:;) l(iieegrrsee
aching staff, School teaching | structures provi- ) i
young gra- staff seconded ding CVT sho- er?&o};\?%s
Training duates with from the formal | uld be accredited or Vo 1
staff no teaching education sys- and included in trasi% Z(iilio};e-
selection and experience, tem, HRDA ac- the Registry of spond to the
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a professional | ted from 2013). EKEPIS. All | . }11’. }Jl 0
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Situation work for a one year appoint- staff, full-time fulﬁ)- time for’
number of ments minimum. | for some admini-
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Sources: CEDEFOP|Refernet (2009, 2010a,b), European Commission (2007abed), EQARF In-
dicators for Bulgaria (2010) available at: http:/www.eqavet.eu/Libraries/OQARF _Indicators/
EQAREF Indicators_Greece.sflb.ashx, EQARF Indicators for Cyprus (2010) available at:
http://www.eqavet.eu/Libraries/EQARF _Indicators/EQARF_Indicators_Cyprus.sflb.ashx,
SVET (2006a,b).

VET staff (largely training and counselling) working in Greece must also have
at least three years experience in adult education as adult trainers or teachers
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(must belong to the EKEPIS registry). This, however, excludes some trained
candidates since working experience does not necessarily imply competence.
Eligible teachers of adults must have at least a higher education degree in any
subject (normally foreign languages and computer science). There are variati-
ons in terms of the types of programme in which they are involved (especially
applying to CVT trainers who must be accredited by EKEPIS). Still, all adult
educators must undergo a period of training in adult education methodology,
normally during the summer period, which does not last more than six weeks.
This is about to change due to structural changes in the General Secretariat for
Lifelong Learning (GSLL), with a new training scheme that is under way. VET
training staff is paid by the hour and is hired for a particular programme, after
they have attended special training seminars. A new development concerning
teachers’ and trainers’ training in post-secondary VET is the drawing up of a
single register of trainers that are employed in VET structures. Upon entering
the register training is provided and two types of training programmes are
offered; the first addressing trainers without a tertiary education degree, and
the other addressing those who, in spite of having a tertiary education degree,
lack the didactic and pedagogical experience. As far as CVT is concerned,
training is a pre-requisite in order for someone to be accredited. A blended
type of distance learning is used while prospective trainers have to be enroll-
ed in the Introductory Adult Trainers’ Register. They acquire knowledge and
skills related to pedagogy through their active participation. Assessment is
based on a combination of participation, essay-writing and planning and pr-
esentation of a micro-teaching session (Kokkos, 2006: 374-379).

In Turkey VET training staff includes people who work for MoNE. VET
trainers in state-run structures must have a degree in the area for which
they are employed and the subject they teach. No career or professional dev-
elopment opportunities are reported. As for other providers, such as NGOs
and voluntary organizations that offer VET, the situation is even vaguer.
Normally, adult educators (both in adult education and VET) are trained and
work in VET schools, but some structures (normally those with an orientation
to CVT programmes) organize their own programmes to train or retrain the
trainers that are involved in their projects (Zarifis, 2009).

The evidence presented above demonstrates that there is no systematized
process for recruitment of VET trainers, though some ways of becoming a
VET trainer — based on qualifications, professional experience or both — can
be identified: by direct contact (in all countries under study), by pro-active sea-
rch by the provider (applies in Greece where a registry of VET trainers exists,
and less so in Bulgaria and Cyprus), and most commonly by job-postings.
Similarly, working conditions reflect on a variety of duties in all countries
under study that include teaching and training tasks as well as counselling
and mentoring and occasionally administrative or technical support duties.
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Opportunities for professional development
and evaluation of VET trainers

The issue of evaluating and updating skills and knowledge of VET trainers
in South-Eastern Europe is acknowledged in relevant policies and legislation
in the countries under study as an important factor influencing the quality of
all educational and training activities. Up to now, there have been very few
attempts to tackle the specific challenges of the education and training of vo-
cational trainers. This issue deserves special attention in view of the importa-
nce of trainers’ direct and indirect influence in the development of skills in
the economy, and also in view of the varied occupational tasks they have to
fulfil. More specifically:

In Bulgaria over the past decade the number of VET training staff
with higher education has been steadily growing, whereas the number of
teachers with secondary education has been dropping, which shows some
improvement of their qualification requirements. Teachers of vocational su-
bjects who are involved in training, according to the curricula in occup-
ations or occupational specialties, should be experts in the following profes-
sional fields: engineers, technologists, economists, agronomists, doctors,
professionals in the field of tourism, ecology, healthcare, social activities,
public security and safety, etc. The majority of these professionals acquire
teaching qualification in the course of their professional activity. All train-
ing staff, however, is regularly trained in the Human Resource Development
Centre (HRDC) by specialists who are employed for this purpose. Training
of trainers for adults is implemented by using different employment pro-
grammes. Since a large portion of them are teachers in schools, it is especial-
ly important for them to pass training in Andragogy, normally provided by
a higher education institution, as well as training for bringing their knowl-
edge in certain subjects up-to-date, in order to respond to concrete empl-
oyers’ needs of modern qualification of their working power-guidelines set
in the European requirements for quality of trainers.

In Cyprus the dominant player in the development of policies for the
evaluation and professional development of VET trainers is the HRDA.
There are no set requirements or evaluation criteria for trainers in training
institutions or enterprises. Each training institution or enterprise sets these
on an individual basis. In case a training institution or an enterprise wishes
to submit a proposal for funding a training programme by HRDA, then their
trainers need to conform to the HRDA pre-set criteria concerning only their
educational background, work experience and teaching experience. HRDA is
currently in the course of defining specific evaluation criteria for VET train-
ers as well as ways towards updating their skills and competences.

In Greece it must be noted that although the Ministry of Employment and
Social Security has created a trainers’ register that was implemented through
EKEPIS and now operates under the auspices of EOPPEP of the Ministry
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of National Education, there is still a legal gap, since the register prescribes
the processes for entering VET (CVT in particular) as a qualified trainer aft-
er the completion of a special training course that partly takes place using
distance learning methodology (EKEPIS, 2003). Still, it does not suggest the
conditions or the criteria according to which the trainers will be monitored or
even the possibilities of updating their skills and knowledge. EKEPIS, howe-
ver, assesses and evaluates the adequacy of trainers in its register based on a
combination of participation, essay-writing and planning and presentation of

a micro-teaching session.

Table 2: Opportunities for professional development and evaluation
of VET trainers in South-Eastern Europe
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Sources: CEDEFOP|Refernet (2009, 2010a,b), European Commission (2007a,b,c,d), EQARF
Indicators for Bulgaria (2010) available at: http://www.eqavet.eu/Libraries/EQARF Indica-
tors/EQARF Indicators Bulgaria.sflb.ashx, EQARF Indicators for Greece (2010) available
at: http:/www.eqavet.eu/Librearies/EQARF Indicators Greece.sflb.ashx, EQARF Indi-
cators for Cyprus (2010) available at: http:/www.eqavet.eu/Libraries/EQARF Indicators/
EQAREF Indicators Cyprus.sflb.ashx, SVET (2006a,b).
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In Turkey within the SVET project trainers’ training has completed its
piloting phase in provinces and their sub-provinces. In the next phase, the
remaining fifty-one provinces will be covered. Through the SVET project,
Development Coordinators (former Change Agent Teachers and Curriculum
Coordinators) in piloting institutions have received training on student-cen-
tred methodology with the aim of focusing classroom activities on the lear-
ning process of students rather than the teaching process of teachers. This
shift of focus is a radical change in VET institutions, where teachers prior
to the SVET project used to spend more than ninety per cent of their time
lecturing only. Since the practical classroom application of student-centred
methodology requires a change of attitude among the teachers, the relatively
short training provided so far is not sufficient. Furthermore SVET does not
set — although it suggests the development of — a pattern on which trainers
will be assessed. Therefore means of evaluation and assessment of trainers
is not reported. According to the European Commission (2007d: 18) the Tur-
kish Government is about to establish an action plan for acquiring “General
Qualifications of Teaching Profession” which comprises knowledge, skills
and attitudes necessary for all teachers (including VET trainers). This will
consist of six main qualifications, thirty sub-qualifications and two hundred
and thirty-three performance indicators. This mechanism, however, aims at
informing all stakeholders, determining cooperation and coordination proces-
ses and reflecting qualifications to behaviours (SVET, 2006a; 2006b), and
does not provide a system for monitoring trainers’ performance or adequacy,
nor does it present the means for updating trainers’ skills and knowledge.

Based on the above appreciation, the countries under study normally sug-
gest a set of action plan (in terms of prioritizing quality through monitoring
and evaluating VET trainers) that is developing or is planned to be developed
in the near future (European Commission, 2007a; 2007b; 2007¢c; 2007d). In
the present decade these countries have realised the need for changes that
promote quality in the existing VET systems. Nonetheless they have not yet
delivered or implemented those policies — in some countries like Greece and
Bulgaria several such policies are already in place — that will provide the me-
ans or criteria for assessing VET trainers’ adequacy and performance, and
will also foster the updating of their skills and competences.

General observations and recommendations
for VET trainers in South-Eastern Europe

Based on relevant literature as well as the applicable policies in the countries
under study the key problem in VET trainers’ professional recognition is lar-
gely contained in the paradox that while they are essential to supporting skill
development in the workforce, they do not enjoy high status for occupying
this role (Leney, 2004: 18-19). The profile of VET trainers in South-Eastern
Europe is that of part-time employees at all levels with or without didactic or
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pedagogical experience or skills, otherwise highly qualified or with only a
vocational expertise, but with low professional esteem caused by top-down
developments that are compulsory and prescriptive in most cases and tend to
frustrate if not stifle their status as professionals. These people often attract
comparatively low salaries while at the same time their opportunities in terms
of professional development are diversified in the workplace and their profile
gradually grows more varied. Profiles include teachers in schools, instructors
and teaching assistants in schools, trainers and tutors in enterprises all dedica-
ted and with other responsibilities. To these may be added guidance professio-
nals. Most of these people also have additional qualifications in terms of work
experience or pedagogical training (as is the case in Greece despite certain
efforts). Others have specific training in the didactics of adult education and
Andragogy (as is the case in Bulgaria). Although they have these qualificati-
ons, they are not always formally required or assessed.

Based on the comparative assessment that was presented in the previous
sections of this article, the general picture shows certain traditionalism in
the sense that the trends towards more active and work-based learning arran-
gements, often supported by distance learning (as in Greece) or on-the-job
coaching (as in Bulgaria and Cyprus), are not very well developed in relation
to contemporary views on professional development. Furthermore, the fact
that most of these people have such a wide variety of tasks to perform raises
the question of whether it is ultimately efficient. A further differentiation of
tasks could perhaps lead to a better matching of tasks and talents and hence to
greater efficacy (RvB & PLATO, 2008: 113).

In most of the countries studied here, no particular educational or pedago-
gical qualifications are required to become a VET trainer. The qualities that
these people need for their jobs are more negotiable than mandatory. Most
providers require their staff to have subject-specific knowledge, and in many
cases professional expertise. Occasionally, training staff should also possess
general didactical skills. Specific training in adult education is desirable, but
it is not always a requirement. Apparently, the emphasis is on working experi-
ence and subject knowledge. There is no way one can argue that mere working
expertise is not important. A final observation is that there is a significant de-
gree of flexibility in the field, especially in some private organizations. VET
trainers employed often hold down a combination of positions. Four particular
types of combinations are identified in South-Eastern Europe:

(1) People working in VET as a main job (with a higher education de-
gree, but without relevant working or didactic or pedagogical experi-
ence);

(2) People working in VET and in formal schooling system (normally
seconded to VET structures, but not always with didactic or pedago-
gical qualifications);
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(3) People working in VET and in formal initial training (offered in scho-
ols or other organizations outside the formal education system, nor-
mally without didactic or pedagogical experience or qualifications);

(4) People working in VET as a side job as they are active in another
profession.

However, for those whose VET position is their main job, the working conditi-
ons, salary and legal position are often relatively poor.

The comparative framework used to support this article provides the ge-
neral attributes of the current condition in terms of the professionalization for
VET trainers in South-Eastern Europe. The four countries have many things
in common besides variations in terms of provision, especially if we consider
that the policies that have been developed so far prioritise VET, giving way
to those who already hold positions in this area to be employed as trainers, or
benefiting in most cases full-time school teachers and formal education staff.
The question is how policy priorities support the professional status of these
people since many of the trainers employed come from the formal school
system or have little or no didactic or pedagogical qualifications (this applies
for Greece in particular, but it includes even Bulgaria that is the one country
that requires a teaching qualification for all training staff, albeit recruitment
is always negotiable).

Based on the general observations from the comparative overview and
the specific references presented in the RvB & PLATO study report (2008:
116-120) on VET trainers in public and private training institutions, the follo-
wing recommendations depict a useful framework for developing the professi-
onal status of the practitioners working in VET in South-Eastern Europe.

First of all, a discipline that desires to be seen as a high-quality work
domain needs proper programmes for initial and continuing professional
training and development of the trainers involved. Top-down developments
that are compulsory and prescriptive as those in Greece and Cyprus with the
application of registries for example, tend to frustrate professionalism. The
recommendation is to develop a system which optimally supports professio-
nal autonomy and self-regulation combined with accountability, which will
essentially “force” trainers to perform optimally between freedom and the
constraints of public control.

Concerning recruitment, it is recommended that professional support or
training should be made available for VET trainers to introduce them to the
field of adult lifelong learning and the methods needed for it. Especially for
those countries where most VET trainers enter the profession after a number
of years of professional experience this may be a better solution than the solu-
tion of integrating teacher education into initial teacher training programmes.
Higher educational institutions, such as universities, could contribute to this
as well by providing well-trained professionals with theoretical and practical
qualifications as part of their initial training (Zarifis, 2009: 179). It is also
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highly recommended that professional support or training should introduce
the field of adult and lifelong learning and the methods needed for it.

In terms of the conceptualization of professional learning processes,
most evidence shows that there is a dominant tendency to think in terms of
teaching and schooling rather than in terms of learning, sharing, developing,
knowledge management or knowledge productivity. The field will have to
organize itself. The establishment of professional associations and networks
could help VET trainers in these processes of collective development (Zarifis,
2009: 180). Policymakers at national, international and European level could
support and facilitate such initiatives.

A greater differentiation of tasks is also recommended so that people can
fill the particular roles at which they excel. Essentially, this means that VET
organizations should adopt a policy on the assignment of tasks supported by
a related competence management policy. Task allocation policies are needed
at the organizational/structural level. Such policies require overviews of the
competences of every trainer. The required competences can be matched to
each of the collective set of tasks either in determining the division of tasks or
by providing additional training.

Professionals perform at a higher level if they understand the dynamics
of their work in terms of its content and its methods. That is why for decades
the concept of reflectivity has been promoted. The concept implies that thro-
ugh self-evaluation and active research these practitioners will organize their
personal and collective professional development and learning. By doing so,
they serve the quality of their work, their organizations and their profession.
Recommended is that the concept of self-evaluation should be strongly promo-
ted in the VET sector.

Last but not least, people working in VET could organize themselves into
professional organizations in order to create their own community of practice
and perhaps a collective identity. This can be supported by engaging in cross-
organizational, cross-sector or transnational mobility projects. EU funds al-
low them to participate in international projects and exchanges. Practitioners
can take a stand for better employment conditions. They can also create their
own centres of expertise, for example, to carry out research or share expe-
riences. They can participate in projects and activities aimed at developing
databases allowing for evidence-based work. And finally they can take part
in the governance of their own organization, their professional bodies and the
political arena.
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I'eopruoc K. 3apuduc
KOMITAPATUBHMU ITPEIJIE]] CTATYCA U T'JTABHUX
KAPAKTEPUCTUKA TPEHEPA 3A CPE/IIbE CTPYUHO OBPA3ZOBAKBE
Y JYTOUCTOYHOJ EBPOITU
Ancmpaxm

OBaj paj 3aCHOBaH je Ha ucTpakuBamy ,.VET TpeHepu y ApKaBHUM U NPHUBATHUM
HHCHUTYIHjama 3a ocrocobsbaBame™ (EAC/09/06 Ctyauje o TpeHepHMa 3a CPEIbhe
CTpy4HO oOpa3oBame: KibyuHU akTepu KOju JONPHHOCE JIa JTO)KUBOTHO YUEHE MO-
crane crBapHocT y EBportn LOT?2), koje je 3a norpebde EBponcke xomucuje 2008.
rogauHe crpoBena areHirja Research voor Beleid (RvB) & PLATO. AyTop oBor pana
— Koju ce 6aBu mpouecuma npodecronanmm3anuje BET Tperepa u nHCTpyKTOpa KO-
J¥ paje y Ap)KaBHUM OpraHu3alrjaMma 3a ocrnocodspaBamme y Jyroucrounoj Espornu
— OMO je YKJby4YeH y HCTPa)KMBamhE Kao EKCIepT 3a CKyIN 3eMalba Mel)y kojuma cy
Byrapcka, Kunap, I'puxa u Typcka. YV pany ce u3naxy akTyellHa IUTamba y Be3U ca
kapujepom VET tpenepa, BUXOBUM yjoraMa U KOMIIETEHIMjaMa, TPOLECHMa HH-
XOBe KBaJH(PUKaNNje U PETPYTOBabA, KA0 U PAIHUUTHM MOJUTHKAMA U AKTHBHO-
CTHMa CTPYYHOT yCaBpIlIaBama OBE IPYIIC JbYAHN U3 KOMIIapaTHBHE NEPCIEKTHBE. Y
3aKJBYYHOM JIeTy /1]y ce ofpeheHe mpenopyke 3a mo0oJbllIamhe MPUCTYIA B YCIOBa
paza, NoAIPIIKY CTPYYHOM yCaBpIlaBakby M MOJU3aby aTPAKTUBHOCTH OBE IIpodecu-
je 'y oBom nienty EBporre.

Kwyune peuu: cpenme crpyuno obpazoBame (VET), eBporcke nonurtuke, Jyrou-
crouna EBpona, oco0sbe 3a 00yKy, CTPYYHO yCaBpIIaBambe.
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I'eopruoc K. 3apuduc
CPABHUTEJIbHBIN OB30P CTATYCA U I'NTABHBIX XAPAKTEPUCTUK
TPEHEPOB B OBJIACTU CPEJHET'O CITELHM1AJIBHOI'O OBPASOBAHI S B
IOI'0-BOCTOYHOI EBPOIIE
Pe3zome

[Ipennaraemas cTatbs 6a3upyeTcs Ha uccienoBanuu,,V ET TpeHepsl Brocy1apcTBeH-
HBIX M YaCTHBIX YUPEKICHUSX M0 00yueHHio u noaroroBke kajapos (EAC/09/06
HccnenoBanue o TpeHepax B 00JIaCTH CPEIHEro ClrielinaibHOro oopasoBanus: Kito-
YeBble CyObEKTHI, COJICHCTBYIOINE TOMY, YTOOBI TIOKU3HEHHOE 00YUYEHHE CTaJIO Jie-
HctBuTensHOCTHIO B EBponie LOT2), xotopoe nnst Hyxxa EBpomneiickoii koMmuccun
B 2008 roxy O6nuT0 MMpoBeneHo areHTcTBOM Research voor Beleid (RvB) & PLATO.
ABTOp AaHHOW pabOTHI, 3aHUMAIONIUICS TIpolieccamMu npodeccrnonanuzanuu BET
TPEHEPOB U MHCTPYKTOPOB, KOTOpPBIE pabOTalOT B rOCYJapPCTBEHHBIX OpPraHU3aIH-
SIX 10 00YYEHHUIO U MOAroToBKe KaapoB B FOro-Bocrounoii EBpone, yuactBoBas B
HCCIIeIOBAaHUH B Ka4eCTBE 3KCIepTa /s psijia CTpaH, TakuX, kak bonrapus, Kump,
I'pennst u Typuns. B paboTe n3naraioTcst akTyaJIbHbIE BOIIPOCHI B CBSI3U C Kaphepon
VET TperepoB, HX pOJISIMU U KOMIETSHITUSAMH, IIPONECCAMU HX KBAIU(DUKAINN U
PEKPYTHPOBAHMSI, @ TAK)KE C Pa3HBIMH CTPATETUSMU M MPOrpaMaMy HOBBILIICHUS
KBaJTU(PUKAIIMN JAHHOW IPYIIIBI CIICHUATNCTOB U3 CPABHUTEIIBHOM IIEPCICKTUBEL. B
3aKJTIOYUTENIEHON YacTH AAI0TCsl ONPEACTICHHbBIE PEKOMEH /1AM B CBS3U C yJTydIle-
HHUEM IIOJIX0/I0B 1 YCIIOBUH TPy/ia, a TAK)KE C MOAICPIKKON MMOBBIIICHUIO KBaTU(PHKa-
LIUU U POCTY NPECTHKHOCTHU 3TOW Ipodeccuul B J7aHHOU yacTH EBporb.

Knroueswvie cnosa: cpennee cnennansHoe oopasosanne (VET), eBporefickue moiu-
tuky, FOro-Boctounas EBpona, crienuannucTsl no 00y4eHHIO, TOBBIIICHUE KBAJIH-
¢bukanuu.



