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Introduction

The last few decades have seen many reforms iiretdeof teaching and education in
Norway, as in the rest of Europe. These reformschiatiges have affected the role of
teachers in many ways; for instance on the infledeachers have on their daily work
situation, or the influence teachers have in cénggotiations concerning wages and working
hours.

This paper is an attempt to describe teacher aatgramd influence. It is written on
commission from the Norwegian Ministry of Educateomd Research, and is a part of the
Norwegian contribution to the collection of infortitan on responsibilities and autonomy of
teachers in preparation for the working documenttie Slovenian presidency of the
European Union. The form of the paper is rathertsdnod summative, characterized by a
“Question and Answer” format. This is because efspecific nature of the assignment, i.e.
describing the formal legislation and control gaweg teachers’ work, as a preparation for a
European comparison.

The paper is divided in four sections. Section s most comprehensive, and is an
overview of teachers’ responsibilities and chartgebe profession. It is divided in four
subsections. The first part of section A attemptddscribe how the content of curricula and
teaching objectives are drawn up. What opportuniie teachers have to choose subjects and
subject areas, and topics within broader subjeasid Are content/curriculum objectives
defined by authorities, and if so, for which unifd# second part of section A describes the
obligations, constraints and opportunities assediatith continuing professional
development in teaching. What is regulated, howeapenditures managed? The third part of
section A provides an overview of teaching hourd asks specified in employment
contracts.

Section B describes the origin and developmenbbties which widen teachers’
responsibilities and bodies involved. Specificadlgction B provides implementation dates
for reforms and legislation described in sectioraAd specifies which bodies were
responsible for defining the duties and assignivegrt to teachers.

Section C describes the autonomy, accountabilityiacentives that follow teachers’
work, with specific reference to the areas desdribesection A. Have new duties been

accompanied by new systems of accountability?
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Section D describes the implementation of poligibgch widen teachers’
responsibilities and teachers’ reactions to thedieips. References are made to existing
surveys and national reports.

Any faults or flaws in the paper are solely thehaus’ responsibility.
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Section A. Overview of teachers’ responsibilities a nd

changes to the profession.

1. Teaching responsibilities

a) ISCED levels 1 and 2 — How the content of curric  ula and teaching

objectives are drawn up

The Knowledge Promotion is the latest reform in1Beyear compulsory school and
in upper secondary education and training. It chikes certain changes in substance,
structure and organization from the first gradéhim 10-year compulsory school to the last
grade in upper secondary education and training.

The collective objectives and principles for teachin primary and lower secondary
schools are laid down in the National CurriculumKmowledge Promotion which includes:

» Core Curriculum for primary and lower secondaryperpsecondary and adult
education

* Quality Framework (Principles and guidelines fanmary and lower
secondary education.)

» Framework Regulating the Distribution of Periodd &ubjects (Distribution
of teaching hours per subject)

* Subject Curricula (Curricula for individual subjskt

* A separate curriculum is designed for the Sami Kledge Promotion that will

be used in Sami administrative districts.

I. How are teachers expected to contribute to adéipg them at school
level?

The Subject Curricula lay down a common learningtent for all pupils, which
increases in scope throughout the school years.cdmmon learning content is
supplemented to adapt it to local conditions angujoils’ individual needs.

One goal of the latest reform, The Knowledge Proompis to increase autonomy at

the local level with respect to methods, teachiragemals and the organization of classroom
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instruction. The subject curricula do not regulaba the subject aims should be achieved,
what methods and teaching materials to be usedgyest ways to organize classroom
instruction. However, the Quality Framework inclage“Learning Poster” which states 11
principles that schools must adhere to in all sttbjeThese include e.g. adaptive instruction,
varied instruction and learning, securing the ptalsand psycho-social environment for
pupils, as well as home-school collaboration.

The new Subject Curricula presuppose concretizati@ubject aims at the local level,
and implicate cooperation among teachers and schanhgement in analyzing and
interpreting the national curricula in every subjétach school must develop local syllabi for
each subject on every level that outline and d=delting methods and concrete learning

content.

ii. Implementation dates

The Core Curriculum for the 10-year compulsory sttipen generelle delen av
leereplanen) has been in effect in ISCED levelsdlzasince 1997. This Core Curriculum has
been maintained in the latest reform in compulsahycation, which has introduced new

curricula for grades 1 through 9 in autumn 2006 gradle 10 since autumn 2007.
lii. Degree of freedom left to teachers regarding

1. choice of subjects or subject areas to be taught

Subjects to be taught in school are stipulatetiénkknowledge Promotion national
subject curricula and are compulsory. Each sulgestructured into main subject areas and
competence goals for each subject area are clieanhulated. The areas are, however, broad
areas, and there are many professional decisiahsetichers must make within each about

topics to be taught.

2. courses which are optional for pupils to take

In addition to the compulsory subjects, pupilsS€ED level 2 are required to choose
one of the following options:
e Second foreign language. Pupils can choose a fotaigyuage in addition to
English, i.e. German or French or another languegine basis of local or

regional needs.
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* Supplementary language study. Pupils can choosgadd in-depth study of
a language they already have a basic knowledgesofurther study in
Norwegian, English or Sami.
» Practical project work. This is an activity thapiganned in cooperation with
the pupils. (2007 — 2008 is the final school yéart this will be offered.)

To give the 10-year compulsory school pupils ataste of subjects in upper
secondary education and trainieggctive programme subjedse introduced at the lower
secondary level. These programme subjects shoflddttréocal conditions, preferably in
collaboration with local upper secondary schools lamsinesses in the region. Training can
be arranged off school premises, which will allouwpits to choose in line with their abilities
and interests; it will also give them a better fdation for selecting upper secondary
education and training based on their own expegieBchools must offer this as an elective
for pupils from autumn 2008.

To improve each pupil’s access to differentiatedoation, municipalities and county
authorities may reassign 25 % of the classes fiven subject at both ISCED levels. This
can be done when it is likely that it will help plgpattain the goals for their subjects as a
whole. The subject curricula aims cannot be dedifitam, even if classes are reassigned.
Any reassignment must take place in cooperatioh thié home and requires the consent of

each pupil or apprentice, as well as their parentgiardians.

3. teachers’ autonomy in choosing topics within brader subject areas

Teachers’ professional autonomy is great concerthiaghoice of topics within
broader subject areas. The new Subject Curricutdeimented in autumn 2006 presuppose
concretization of subject aims at the local leiaplicating that teachers and school
management must cooperate in choosing topics wittwader subject areas and develop local
syllabi for each subject for every level which meland date teaching methods and concrete

learning content.
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iv. Level of detail in which educational content ae defined in the
curriculum and whether this constrains teachers (ca use examples)

Under the latest reform implemented autumn 200G Kihowledge Promotion, schools
must prioritize pupils’ development of basic skiltsall subjects. This is regarded as an
important foundation for all other learning. Thésesic skills are:

» the ability to express oneself orally

e the ability to read

» the ability to do arithmetic

» the ability to express oneself in writing

» the ability to make use of information and commatian technology

Basic skills are incorporated into the subjecticuta for all subjects. All teachers are
therefore responsible for enabling pupils to depddasic skills through their work in various
subjects. An emphasis on reading and writing frbenfirst grade in the 10-year compulsory
school is an integral part of the Knowledge ProomtiOther areas that are emphasized are
motivation for learning, learning strategies andiglocompetence.

Each subject has competence aims for each sulbgachéier the second, fourth,
seventh and tenth year in primary and lower seayrsizhool. For example the Subject
Curriculum in Norwegian is divided into four diffamt areas: Oral texts, Written texts,
Composite texts and Language and culture. The ctampe aims are all outlined in the same
way. Competence aims after Year 4 for Oral texfanm@ulated as follows:

“The aims for the education are that the pupil Idb@lable to

* interact with others through play, dramatisatiam\ersation and discussions,
and by practising the rules of group conversations

« tell stories, explain, give and receive messages

» explain how a person may offend others throughdagg usage

» express his or her own thoughts and perceptioatinglto children’s
literature, drama, films, computer games and T\Vasho

* present texts to fellow pupils.”

Constraints placed on teachers are: they must thacsubjects specified in the
national curriculum and they must teach withindéheas specified. All teachers must also

emphasize the development of basic skills as defal®ve. Teachers must also make sure
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that pupils develop skills and knowledge neede@&ch the national competence goals
specified. Within these constraints, teachers hlawgrofessional autonomy to address and
find solutions to questions of what, when, wherbyyhow and for whom. As referred to in

section D, it appears that most teachers are fabbeito the new curriculum.

b) Level of detail and changes teachers can make at  the school

level concerning teaching objectives.

I. Are content / curriculum objectives defined byhigher authorities
for a complete level of education, stage or cyclsghool year, block of school
time, unit of teaching?

The national Core Curriculum and Subject Curridalaall compulsory, elective
foreign and supplementary language subjects ameetkby the Ministry of Education and
Research.

The Subject Curricula specify competence aims #ftesecond, fourth, seventh and
tenth year in primary and lower secondary schddiere are no further definitions of content

or objectives that are made by higher authorities.

il. If the situation varies from subject to subject(or area), specify
where they have the most autonomy

The National Curriculum for primary and lower sedary education includes subject
curricula which defines subject aims for every catapry subject and for the elective second
foreign language and in-depth studies in Norwegiash English.

The owners of primary and lower secondary schoulsfcipal authorities) are
responsible for formulating Subject Curricula foe thew subjects called tle&ective
programme subject$or the teaching being carried out pursuant ésihbject curricula and
for the pupils being assessed based on the olgsativhe subject curricula. As a stage in this
work, information can be collected from upper sel@og schools, local business and industry
and local or regional development communities, thedower secondary school could
cooperate with them as well. Elective programmeesaib will be compulsory starting in the
2008/09 school year. For the 2006/07 and 2007/R8d¢/ears the option is given to
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continue "the practical project work" on the lovseccondary school level within the stipulated

teaching hours’ framework for programme subjects.

10
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2. Obligations, constraints and opportunities

associated with continuing professional development

a) ISCED levels 1 and 2: to what extent are require  ments for CPD

regulated (no. of hours, certificates, etc)?

The requirements for CPD in teaching are regulbtethe Act relating to Primary and
Secondary Education (Education Act) of 1998 (laseaded 2007-11-Q;1lwhich also
regulates the basic competencies and educatighddeaching staff at all ISCED levels. It is
stated that the municipalities (school owners) hteemain responsibility for CPD, and that
the National Government has a clear responsilidifyoint out the direction necessary to
fulfil goals at a national level.

The number of hours used on CPD in ISCED levelsdlZaare regulated through the
employment contract on working hours for teachitagfs The amount of time stipulated for
CPD and school development planning is one weelagaaemic year. The exact time for
when the individual teacher will do this, is spasdfin the local work plans which the
headmaster negotiates with each teacher.

No certificates or re-assessment is statutorydfachers.

b) Does the choice of courses depend on a training plan to meet

national / local priorities — or is it up to the sc hool or individual teachers?

The strategy plan “Competence for development. Gerze development strategy in
basic education 2005-2008", issued by the Minisfrizducation and Research as a
preparation for the Knowledge Promotion Reform @&, defines the subjects and areas
considered important to develop competence withiis document is not binding for local
authorities or schools. Each municipality is fteenvestigate its own local needs for
competence enhancement among teachers and carldtgrown strategies. How this is
carried out will vary at the local level, but CPRups must be accepted and decided on a

municipal level before funding is transferred te thunicipality.

11
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c) Specify constraints placed on teachers’ choices (seniority?

Limited to subject specialisation?)

The strategy plan "Competence for development. Gbemge development strategy
in basic education 2005-2008", issued by the Migyisf Education and Research highlights
the courses and subjects considered important lmasedtional statistics of teachers’ subject
matter education levels. Language is emphasis@e¢edly other than English) since pupils
at ISCED level 2 can choose a second languagediti@uto English, or further studies in
languages they already have basic knowledge df, asiEnglish, Norwegian or Sami.
Besides this basic subjects such as maths andcecee prioritized at a national level.

There are, however, no constraints placed on teache to seniority or other
variables. Constraints would be whether the schasties to prioritize a certain subject
matter due to lack of competence or a desire émgthen this subject especially at the school

level.

d) Organizational level: is cpd delivered in school time?
Permission? Conditions for attendance? Who grants p articipation? How
is absence managed with respect to pupils? Do teach  ers have to

organize their own substitutes?

The number of hours spent on CPD for the individeather is specified in the work
agreements negotiated at the school level. CPRés organized within school time, but can
also take place in the afternoons. Participatio@®PD courses outside school time must be
agreed on by the teacher in the work agreement.

The headmaster grants participation, but the cepszvided are often offered by
teacher education institutes and other providers.

The headmaster is responsible for finding substite&chers to fill in for teachers
attending courses.

A major constraint on teachers’ participation inCCB the lack of substitute teachers,

and the cost of substitutes.

12
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e) Do teachers have access to a specific individual training

budget? How are expenditures managed?

The Norwegian Ministry of Education and Researchdibcated substantial
resources for professional development among teaemel school leaders in relation to the
Knowledge Promotion reform and the Competence &jyatNOK 300 million was allocated
for this purpose in 2005 and a further NOK 375 imnillin 2006.

Expenditures are managed at the local municip&ll&ome municipalities have
chosen to distribute financial resources diredalyhie individual schools, others have
developed municipal programs and strategies or bgsen a combination.

The headmasters are responsible for planning cipdtass, but are encouraged to
discuss their priorities with the staff. It is commfor headmasters to report needs to the
municipal level (school owner) who can arrange @BDrses that are intended for teachers

from several schools or on an inter-municipal level

f) Are there measures to encourage teachers to part icipate in CPD?
Which? Incentives — sanctions?

There are few if any incentives and no sanctiome @centive is that some CPD
courses provided by universities / colleges cad teaxtra study credits when completed. In
some cases this can incur a higher salary forghehter. However, most of the CPD courses

do not give study credits and do not lead to higlwesitions or salary.

13
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3. Teaching hours and tasks specified in employment
contracts

At present, there are two kinds of employment @wis: a central employment
contract and a local one.

The central employment contract (SES 22 Nggotiated by the employer

representative organisation (The Norwegian Assiotiaif Local and Regional Authorities —
abbreviated KS) and the employee representativenargtion (Union of Education Norway).
One year = 1687.5 hours of work. From 55 yeamgef, teaching hours can be
reduced by 5.8% (no reductiontotal working hours) and for teachers who are 60 ormlde
the number of teaching hours can be reduced byd.2All Norwegian employees are given
an additional week’s vacation when they turn 60fulitime position in ISCED level 1
represents maximum 1300 on-site hours per yeamaamum 1225 on-site hours per year at
the ISCED level 2. On-site hours include teachiegm work, conversations with pupils and
parents, etc. The remaining hours are flexibleamedntended for personal pre- and post-
planning and studies. Teachers work 39 weeks ¢ear {88 with pupils present and 1 week

for professional development).

On-site: Flexible: Total
School/shared time Individual workload 1 year
time
ISCED level 1300 387.5 1687.5
1
ISCED level 1225 462.5 1687.5
2

The central agreement also stipulates the numbeows that teachers should teach
within each subject. For ISCED level 1, the nuntdfdeaching hours is 988 (45-minute
segments) per year regardless of subject. This snéan 312 hours per year remain for
collaborative work and other work-related taskbéacarried out at school in addition to a

number of flexible working hours. For ISCED leelthe number of hours is differentiated

14
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by subject. First language instruction (Norwegi@ami and sign language) is stipulated to
808 hours per year (45 minutes = 1 hour), secamguiage (English) and food & health
require 847 teaching hours / year, Arts & Craftd Bhysical Education require 948

hours/year and all other subjects = 885 hours gar.y

a) Supervising and supporting students after school hours

What constitutes other work-related tasks, and wbastitutes instruction or teaching
hours is currently being discussed among the Uafdeducation Norway and the Employer
Organization (KS). Whether supervision and suppbstudents after school hours should be

remunerated, has not been agreed on centrally.

b) Taking classes for colleagues (substituting)

Any substitute job is given remuneration accordimgalary scale. There are also
teachers who have agreed to include a certain nuafiseibstitute hours in their work plan to
fulfil the requirements of a full time position. these cases, the total number of hours will not
exceed those provided in the table above. It s fasly common that teachers exchange

lessons if they need to have time off on a cedaiyn

c) Supporting student teachers and newly qualified teachers

In 2005, new Field Practice Contracts were estaptisat a national level (Rundskriv
F-04-05, dated 18.03.2005).

Field practice schools are recruited by the scbaaiers at municipal level and sign a
contract with a Teacher Education Institute. Withath school, the headmasters identify
specific teachers or teams of teachers who funetsteacher educators for pre-service
teachers for up to a period of four years. Theeirvise teacher educators have a supervision
period of seven weeks (this can be spread outawérole year), and can have multiple
supervision periods in one year. The maximum nurobstudents in one group being
supervised is 4. For each period the teacher ch&gdeam gets a reduction of workload (125
hours) and remuneration (in 2007 this was approteéind 400 €). From the 125 hours, a
minimum of 18 hours must be spent on preparatia@ooperation with the collaborating
teacher education. The headmaster (or whoeverdhdnmaster delegates responsibility to),
who organises the contact between the school antk#ither education, receives NOK
12.000 for this work.

15
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Per today there is no formal system of supportiegin qualified teachers. Any such
function will be agreed on in the local agreemdr@sveen teacher and headmaster.

d) Team-working on school development planning

e) Team-working on school wide curriculum planning
f) Team working on cross curricular planning

g) Team working on school self evaluation

h) Team working on pupil assessment

All of the above tasks are included in teacherssie working hours (see above).
This means that teachers at ISCED level 1 and & hbwut 300+ hours per year for
collaborative work that can cover all of the abaveas and that can also vary from year to

year based on the local work agreement that istradgd between headmaster and teacher.

I) Any special functions (contact teacher, team lea  der)

Any special function gives additional remuneratiom can also involve reduction in
teaching load.

Since autumn 2007, schools have been able to dikireown employment contract.
This contract can be identical to the centrallyutated agreement, but can also differ. The
contracts can be made for individual schools otdramon for all schools in one
municipality. The schools can define specific tagkd also have the possibility to agree on
working hours within the framework of 1687.5 hopes year. By 2010, all schools should

have local agreements. However, in case of disptitecentral agreement is the reference.

16
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4) Teachers’ contribution to the process of reform and

education innovations

Do teachers contribute to the reform process?

Teachers contribute by responding to surveys (@e@s$tance Section D in this
document), by being representatives in panels la@yl¢ontribute not least via their
representatives in the labour unions. Labour uame a party to all major decisions
effecting teachers’ terms and working conditiofi$us includes reforms to school curricula,
teaching objectives, and the definition of evaloratstandards for pupils. Closer to 70
organisations are included in the hearing roundsttie Ministry of Education and Research
initiates in connection with all new curricula, aselveral of these will represent teachers.

Another way that teachers contribute is throughDbmonstration School system.

The Demonstration School system was establisheéagsp002 and involves the
nomination and selection of schools that can sasv@spiration, learning sites and catalysts
for other schools in areas that the demonstrattboals are especially competent within.
Selection criteria for the schools are that thegnstnow how they have implemented new
curricula, their adaptive teaching and learningtstyies, assessment strategies, how they
work to create positive and inclusive learning eowiments, early intervention, transitions,
and professional and organizational developmenho@8ls that are selected as demonstration
schools receive NOK 500 000 per year for two ye&s.far, 54 schools (including ISCED
level 3 schools) have been demonstration schodldrare new demonstration schools have
been selected for the period 2007 — 2009 (ISCEBI$elr and 2).

In 2006, the Queen of Norway established a newepdze awarded every year to one
school that works effectively towards inclusion andlticultural education. The jury consists
of representatives from teachers, pupils, and psuasawell as the labour union, the ministry
and educators at university level.

The yearly “Country conference” is a venue wheegNhnister of Education meets
headmasters and teachers from the whole countrwhatk one topic is especially in focus.
In 2006 the topic was “Competence and Mastery”laotti the Prime Minister and the

Minister of Education were present. In 2007, tr@davas “Time for Quality”. Selected

17
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schools are able to present ongoing work and destalzontribute with their insights and

experience.

b) The influence of research on teacher training an  d on teachers’

professional activities:

I. Is the analysis of education research includeia initial TE or cpd?
Describe its nature and time spent on it.

8 1-3 in the University Act states that universitend colleges must provide education
based on the best of research, development workxgretience. 854 in this Act describes
the goals and intentions of teacher education iwidg. The education is expected to
conduct instruction, research, and development waakwill make it possible to provide
students with a relevant education. The studeetex@pected to experience personal growth,
develop work ethics, reflexive thinking skills, aad interest for substantive and pedagogical
development work. There is no requirement thag tkeeive any formal research training.

White Paper no. 16 (2001 — 2002) (Quality Reforrhoét a new teacher education)
emphasizes that instruction in teacher educatiost feiresearch based and that teacher
educators should be involved in research and dpredat work. In chapter 7.3.3 the
message is that institutions that conduct reseamndhdevelopment should include students in
such work to the extent that it is possible. Stisl@nll benefit from the realization that
knowledge is not static, and from the actual coibecof data. Not all students can take part in
research activities, but also in this case, insisacshould develop an understanding of the
basic ethical guidelines for scientific work.

The national Framework for the four-year initigh¢ber education programme
(effective from 3 April 2003) refers to 854 asfisindation. Chapter 1.3 (On becoming a
teacher) states that research projects being ctedlby teacher educators in schools can be a
valuable arena for students to learn. It is, howeawet a specific requirement that students do
take part in such projects. In chapter 2.3, o fedperience during pre-service education, a
goal of the field practice periods is describeg@viding an arena for students to “explore”
(in Norwegian: utforskning), but this is not necadly related to scientific studies. However,
in chapter 2.4, on working methods and assessnsedtduring initial teacher education, one

of the nine working methods listed is: “become fizaniwith and analyze research, surveys/
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diagnostic tools and the national assessment syst&nother main goal of initial teacher
education is that students develop the capacithamge and the capacity to analyze and
develop practices in schools. Although the woes&arch” is not used here, it is likely to
assume that research methods are of importanealizing this goal.

Three of the 18 subjects included in the Framewskkthe term “research” explicitly;
Pedagogy, mathematics and science. In pedagoglgratiare expected to reflect and give
reasons for their decisions based on work ethéteyant theory and “experience from
research on school development”. In math, the siiscire expected to acquire knowledge on
didactic research and development work, particylaithin early math instruction and
learning. In science, students should acquire kedgé about didactic research and on pupils’
everyday concepts, attitudes and interest for tihgest.

In 2004, the Ministry of Education and Researchuested an evaluation of the 4-year
programme. The evaluation was carried out by Toevdgian Agency for Quality
Assurance in Education (NOKUT) and was complete20@6. The evaluation consisted of a
self assessment conducted by the colleges andraitige offering this programme and an
external assessment which included institutionsitviand interviews. One of the evaluation
panel’s questions was to what degree teacher edndatresearch based. The panel
interpreted the above documents to the effectitiitzl teacher education in Norway should
have a strong emphasis on practice, theory andnase A main conclusion of this evaluation
is that the degree, to which initial teacher edooat research based and involves students,
varies from institute to institute. Teachers wham $tudents are most likely to meet during
their years of training are likely to have no mtran a Masters degree themselves and are
therefore likely not to be involved in researchjects. The panel concludes that their
impression is that the intentions outlined in Whitper 16 (2001-2002) are not met.

ii. Do teachers’ workloads include time for teaches to join in or lead
research activities?

Teachers on ISCED level 1 or 2 would be expectdzktable to lead school
development activities, not research activitiesiy Agreement on time for development work
would be agreed on between headmaster and teaateg tbcal work agreement

negotiations.
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Teacher educators at college or university levelextpected to take part in or lead
research activities. According to the nationallexgon of teacher education, teacher
educators have an average of about 30% of thedr $ieh aside for research activities.
Participation in research projects varies from heaco teacher, however, and also among

teacher education institutes.

lii. Reforms — or pilot projects — Provide information.

There are numerous research projattgated either by ISCED level 1 or 2 schools or

by educators at college and university level. Thidue to a national concerted effort to
develop schools as learning organizations to eréhacning environments for pupils and to

enhance research in teacher education.

a) “Knowledge Promotion — from words to deeds”

The programme “Knowledge Promotion — from wordsgéeds” is led by the
Norwegian Directorate for Education and Trainirigvds established spring 2005 (under the
title “Programme for school development”) as a sement to the competence development
strategy accompanying the implementation of the redarm. Its main goal is to make more
schools capable of creating improved learning @mvirents and providing pupils with the
possibilities for positive academic and social depment. The programme will be in effect
during 2005 — 2008 and has a total budget of NO®& rhdlion.

The programme stipulates several conditions that im@ met in order to receive any
funding. All projects must involve collaborationtiveen schools, school owners, and a
competence environment (e.g. a local organizaideacher education institute or national
center of competence). It is important that tHeosts included represent schools that are
struggling, that truly need some help and effodwance. All projects must be based on an
analysis of the “here-and-now” situation at thetipgrating school(s) and must address issues
that the schools are in need of addressing. Ajepte must address issues of dissemination.

28 projects were granted funding in spring 200&GlHerperiod 2006-2008. Areas
represented are for instance adaptive learning,teaehing and learning methods, mentoring

and coaching for teachers and pupils, classroonmagenent, and digital portfolios. All
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projects share a common concern for the coheregteeebn pedagogy and organization.
Hundreds of schools were again involved in the 220@/ Call for Applications, and

in total they applied for more than NOK 300 million

b) Programme for Practice-based R&D in Pre-Schoolitrough
Secondary Schools and Teacher Education.

The Programme for Practice-based R&D in Pre-Sctiwolgh Secondary Schools
and Teacher Education (Programme for Practice-bla&&2) is financed by the Norwegian
Ministry of Education and Research. It is direddgdhe Norwegian Research Council. The
programme lasts four years and has an overall hwdd¢OK 154 million.

The aim of the programme is to generate new, reBdaased knowledge in areas of
key importance to pre-school and basic educatioprbsnoting organised cooperation
between institutions responsible for teacher edmicaschool owners and schools /pre-
schools. The teacher education institutions arggprowners for the R&D activities to be
conducted.

22 projects are currently being funded, and a finahd of grant approvals will take
place in December 2007. Projects being funded caness such as adaptive learning, subject
matter didactics, special education, drama andigesaesthetic learning, teacher education

and the qualification of teachers, outdoor learm@ngironments, and more.
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SECTION B: Origin and development of policies which

widen teachers’ responsibilities and bodies involve d

I. For each of the responsibilities outlined in Se¢wn A, provide

implementation dates or decades.

1.

* National Curriculum for Knowledge Promotiofutumn 2006

e Core Curriculum for primary and lower secondaryperpsecondary and adult
education Carried on from previous curricula, i.e. sincedl®

* Quality Framework (Principles and guidelines fanmary and lower
secondary educatiomjutumn 2006

» Framework Regulating the Distribution of Periodd &ubjects (Distribution
of teaching hours per subject). 01.06.2006, buticoausly revised and
altered since (revision dates 01.11.2006, 19.1%.206.06.2007, 07.08.2007).
Revisions affect specific subjects on upper secgnigael.

e Subject CurriculaAutumn 2006

e Separate Curriculum for the Sami Knowledge Pronmo#atumn 2006

2.

e Actrelating to Primary and Secondary Educationuation Act).17.07.1998,
last amended 01.11.2007, number 61

e Transference of teachers from state employmentutaigipal employment: 01
May, 2004

* The Central Employment Contract (SFS 2213), whish apecifies the
guidelines for the individual teachers’ work agremmCentral agreement
implemented from 01.08.2006.

» Strategy plan “Competence for Development. Competelevelopment
strategy in basic education 2005-2008%ued in 2005 as a preparation for the
Knowledge Promotion.

3.
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* Agreement on working conditions for supervisorgitial teacher education.
Directive F-O4-0518.03.2005.

« The Demonstration School systefastablished 2002
* Queen Sonja’s School Awarg006
* The Act relating to Universities and Colleges (Uaity Act).12.05.1995,
number 22
* White paper no. 16 (2001-2002) (Quality Reform. Aba new teacher
education)2001-2002
* The National Framework for the four-year initiahtder education
programme03.04.2003
* The evaluation of the four-year initial teacher @mtion programme by
NOKUT - The Norwegian Agency for Quality AssurancededucationStarted
in 2004, completed in 2006.
e Research Programmes:
o Knowledge Promotion — from words to dee?805-2008
o Programme for Practice-based R&D in Pre-SchoolutjindSecondary
Schools and Teacher Educati@d06 - 2010

il. Describe the context in which decisions to trasfer responsibilities
to teachers took place — were they made as part larger measures relating

to school autonomy — or separately?

The Knowledge Promotion reform and curriculum

The background for the changes is to be founderN\itbrwegian and international
research which indicates lower academic outcones élkpected as well as the political
governance at the time of initiation (a coalitiamvgrnment with a Minister of Education from
the conservative party and a Prime Minister froem@hristian Democrat party). The
evaluation of Reform 97 and the international PIBRLS, and TIMSS studies have
revealed that Norwegian schools have not succeadedching the ideal objective of

providing an education that is adapted to indivigugpil's needs. There are large and
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systematic differences in what pupils learn, awdsproportionately high number of pupils do
not acquire sufficient basic skills. Too few grasuftom upper secondary education, and
differences between the pupils are caused intaglisocial inequality.

As a result the government at the time took upemtfelves to initiate a reform to
improve pupils’ basic skills and academic outcontiesas argued that basic skills (being
able to express oneself orally and in writing,éad, do arithmetic and use information and
communication technology) are tools for all othrearhing activities and therefore crucial for
further education and work. Skills such as theseeweemed useful and necessary for
creating material values, but also to open up patlesiucation and life enhancement that
would otherwise have been blocked. The governmeantigtion was to equip schools to meet
a greater diversity among pupils and parents/gaasdby increasing autonomy at the local
level, making it possible to make use of and attahis diversity constructively. It was
pointed out that if schools should be able to a@htbis, it was necessary to change the
system by which schools were administered. Natiao#iorities must allow greater diversity
in the solutions and working methods chosen, sothiese can be adapted and customized to
the situation of each individual pupil, teacher aobool. The national authorities must define
the objectives and contribute with good framewarkditions, support and guidance. At the
same time, the National authorities must have denfte in schools and teachers as
professionals. It is a goal of the Knowledge Praaroto mobilise greater creativity and

commitment by allowing greater freedom to acceppoasibility.

Continuing professional development

Teachers’ competence and knowledge, and thus comgiprofessional development,
has been an issue in the debate on school perfeaaard outcome for quite some time. In
Report to the Storting no. 30 (2003-2004) (Kultwr leering / Culture for Learning) the
importance of teachers’ competence in the subjhetstaught was emphasised, and this
report boosted a general interest in teachers’ keaye and competence. Teachers were said
to be the most important factor affecting studaritomes, and combined with Norwegian
pupils doing worse than expected in the compar&i@A and TIMSS studies, teachers’
competence became even more important.

The Knowledge Promotion, implemented in 2006, wiHocus on fundamental basic
skills, also called for a strategy to enhance cdempe development of teachers. This strategy

24



hegskolen i oslo

senter for profesjonsstudier Arbeidsnotat 6/2007
is called “Competence for development. Competerseldpment strategy in basic education
2005-2008", and aims at strengthening school lesadempetence, as well as the teaching
staffs’ pedagogical competence and subject knovelelgglish, maths, science and
Norwegian/Sami were prioritized, as previous stsidiad identified a lack of formal
gualifications for teachers in these subjects.

During this period, there was also a transfer spoasibility for CPD from central
authorities to the local arena. This was carriegddoning the Christian Democratic Bondevik
Il government (2001-2005), as a general downsiaingublic sector, and as a part of the
reorganisation of the system of collective wageghaning in teaching. The opportunities for
local latitude in questions concerning teachergjegalso provided the opportunity for local

CPD and strategies for competence development taoeal in to local needs.

lii. For each of the responsibilities outlined in 8ction A, which bodies
were responsible for defining the duties and assigmg them to teachers

(national auth-local auth — intermediate bodies, hedmasters)

The Norwegian parliament (the Storting) and the @pment define the goals and
decide the budgetary frameworks for education.

The Ministry of Education and Research is Norwdyihest public administrative
agency for educational matters, and is respon&iblenplementing national educational
policy. A common standard is ensured through lagmh and through national curricula.
Legislation and decisions made at this level seiddards and frameworks for teachers work
conditions, field practice agreements, initial tearceducation, research programmes directed
at schools and teacher education, and more.

The Norwegian Directorate for Education and Tragniestablished on 15 June 2004,
is the executive agency for the Ministry of Educatand Research and is responsible for the
development of primary and secondary educatiothitncapacity the Directorate has the
overall responsibility for supervising educatiorddhe governance of the education sector, as
well as the implementation of Acts of Parliamend aagulations.

In each of the 19 countiea branch of the National Education Office représéme
central government at the regional level. In coapen with municipal and county

authorities, the National Education Office ensuhed appropriate schooling is provided for
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young people in compliance with all regulations @@ning the school, and also ensures the
provision of adequate adult education facilities.

In recent years considerable responsibility andsitetmaking authority has been
delegated from the central government to munidialiand county authorities. Individual
municipalities are responsible for running primangd lower secondary schools. Within the
framework of statutes and national curricula, muypailities, schools and teachers are able to
decide what learning materials to use and whahteganethods to adopt. The distribution of
teaching hours per subject for the 10-year compylschool is established for primary
schooling as a whole (grades 1-7) and for loweoséary schooling (grades 8-10). The
school owner (municipality) is responsible for thstribution of teaching hours at each level.

Each school has a head teacher as well as a doba and committees.
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SECTION C: Autonomy, accountability, incentives

1) For each of the responsibilities outlined in Sec  tion A,
explain whether duties have been accompanied by new systems of

accountability

School assessment based on pupil academic outcoroeres

A big debate in Norway has been on the evaluatiatioool results using nation wide
tests of students. These national tests werdritrstduced by the Christian Democratic
Bondevik Il government, and the Minister of Eduoatand Research, Kristin Clemet, and
stirred up a debate on the use of these testhiefdrid of the period, late spring 2005, the
Minister announced a pause in the use of nati@sés$ tand this pause lasted until the re-
introduction fall 2007 by the new Minister of Edtioa and Research in the Labour led
coalition government, @ystein Djupedal. On re-idtroing national tests, a major change was
made: results will not be made publicly availal®esults can therefore not be used to rank
schools according to achievement. The resultseoh#tional tests now serve to evaluate
whether schools succeed in developing certain ctanpe aims, and the tests are intended to
be used as a foundation for quality developmesthools, by the school leaders and at a

regional and national level.

Pupils’ responses to a national questionnaire surygPupil
Inspectors)

All pupils are given the opportunity to report @afning conditions at their school and
social well being at school. National data is asit®#e from the Norwegian Directorate for
Education and Training. Each school can also aatassfor their school and compare their

results with that of the national sample.

Assessment of teachers’ work

There are no required formal assessments of tesicherk in Norway. The national
tests on pupils’ achievement can form a basis acwio discuss teacher qualifications on a
general level, but these results are not relatéodiidual teachers.
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There is no monitoring of teachers’ compliance vpitescribed duties other than the
employer-employee talks that headmasters must oatrgn a yearly basis and which can
provide an arena to discuss teachers’ work asagetither work-related matters such as
teachers’ CPD.
Duties tied to interpreting the national curriculaevery subject and to developing
local syllabi for each subject on every level, have been accompanied by new systems of

accountability.
2) For each of the responsibilities outlined in Sec  tion A, have

the duties been accompanied by incentive measures?

Development of local syllabi

No incentive measures.

Continuing professional development

No incentive measures unless the courses give sixity credits that a teacher needs

to reach a higher educational level which can teaal higher salary.

Tasks specified in employment contracts

Special tasks such as coordinator, team leadelestieacher supervisor etc. will

incur reduced workload and/ or additional remurnienat

Being a Demonstration School

Demonstration schools are awarded NOK 500 000 @ar fpr two years.

Participation in research projects

Participation in research projects brings in exdefanding that schools can use for
CPD, study trips, and other measures outlinedamtioject proposal. This can be of interest

for individual teachers.
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SECTION D: Implementation of policies which widen
teachers’ responsibilities and teachers’ reactions

The previous school reform for primary and lowesas&lary education (Reform 1997)
was followed by a research programme financed éymistry of Education and Research
and directed by the Norwegian Research Counciinatn goal of this programme was to
evaluate implementation and results. The prograpened was 1998 to 2003 and NOK 46.7
million financed 26 research projects (Haug, 2004).

Reform 1997 lowered the entry age of pupils toysiars (entry age had previously
been 7), introduced new, extensive and explicijestibmatter curricula for each grade level
and made instructional methods compulsory (e.gptbgect method). In addition, the teacher
role was emphasized as the most central factgrupils’ learning and development at the
same time as the metaphor of “teacher as guide’iniaxiuced due to the emphasis put on
the project method. At the same time, processdsdentralize decision making were going
on, placing more decisions at the municipal andstiieol level.

A majority of the teachers appeared to be favoerédthe new curriculum and to its
emphasis on adaptive teaching, on pupils’ actigenieg, and on its ideals of inclusive
education. Furthermore, the teachers liked hagxgiicit subject matter progression
described in the curriculum, and the idea of a comikmowledge foundation for all pupils.
Teachers reported that they knew the contentsamellused the curriculum plan in their own
planning. Two of the research projects find that¢hrriculum plan is more important for
teachers’ planning than text books. On one issumeajority of teachers were less favourably
inclined: the curriculum plans were too ambitionsl &0 extensive. Also, teachers
experienced a “Catch 22”: The new curriculum waywxplicit and detailed in what pupils
must do or should do, experience and learn, argktgeals had to be adhered to since the
national curriculum is a legally binding documeiyiet at the same time the national
curriculum stressed the importance of adaptingniegcand learning to the individual child
and various local situations and contexts. Thisndiha was a challenge for schools and
teachers. Some schools tended to place more erspiratie need for contextualization,
whereas others adhered more strictly to the exgpcipils must” and “pupils should”,
creating great variation in the choice of subjeatter topics and learning situations that

pupils were a part of across the country and alimmschools.
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When the 1997 curriculum was first introduced, bems were expected to organize
instruction in thematic ways and use the projedhme throughout all the school years. At
least 60% of the time children in grades 1-4 spesthool had to be organized thematically
with an emphasis on projects. For grades 5-7 whsreduced to 30%, and for grades 8-10
the curriculum plan stipulated 20%. After fairlyassive debate and complaints from the
Teachers’ Union, the Minister of Education at tineet Jon Lilletun, modified his
predecessor’s decision and stated that the pegenhould be regarded as “guidelines”.

Based on the summary of project results from thaluation of R97, it appears that
the implementation of theme-based learning angtbgct method in particular was one of
the most challenging aspects of the previous ref®tesearchers (e.g. Imsen, 2003, Klette,
2003) reported traditional whole class instructiath an emphasis on the textbook and the
teacher. Groupwork was an organizational mattéerahan a learning strategy and project
method learning was not observed (Imsen, 2003h Hdivity levels were found in the
classrooms, but researchers questioned the deblesming (Klette, 2003). The teachers
tended to behave in a withdrawn manner rather lieamy active guides who led pupils’
learning.

A national survey was carried out in spring 199®agia representative sample of
about 1500 teachers in grades one through terS@heol Environment Surveg@enter for
Behavioural Research, University of Stavanger)is Was the first year of implementation of
the new curriculum, but only 7% of the teachersregnl being moderately or strongly
involved in “school development work” (SDA) whichaw a five item variable defined as:
“systematic development and improvement work img@etad to improve either the pupils’
psychosocial environment in school or subject aethodological matters. This work
involves all or parts of the teaching staff’ (Midsel, 2002, p. 10). Differences between
primary and lower secondary school teachers’ repeetre not statistically significant for this
variable, but lower secondary school teachers gg&d10) reported statistically significant
higher values for workload, lower perceived innamatculture at school, lower involvement
of headmaster in innovation work, and lower pratasal ambitions than their colleagues in
elementary schools. Professional ambitions was unedsising three items covering whether
teachers are busy with their own professional dgraknt, whether they wish to influence
the pedagogical work at their school, and whethisrimportant for them to be assessed as a

competent teacher by their colleagues and superiors
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Differences between elementary and lower seconstdrgol teachers in 1998 were
also reported by Munthe (2003, p. 808). Teachgrsrted being fairly satisfied with their
jobs (M=3.82 for elementary school teachers ané ®ablower secondary on a scale from O-
5). Elementary school teachers reported more cmiddion (M=2.63) than lower secondary
school teachers (M= 2.39) and less role ambiglutyl(.66) than lower secondary teachers
(M=1.77).

In theSchool Environment Survegnducted in 2004, teachers’ job satisfaction was
again an issue (Munthe, 2008). Fewer teachers agied to respond to this questionnaire
and a smaller percentage returned the questiosnadaly 412 responses were returned (a
response rate of less than 50%). At this timetpanore teachers responded favourably about
their job satisfaction (Mean value = 4.12) and ¢heas no statistically significant difference
between teachers in elementary school and thdsever secondary schools. Due to the
response rate, it is difficult to know whether there satisfied teachers responded this time,
or whether teachers were more satisfied with thenk in 2004. The mean value for reports
of emotional burnout (a 5-item variable) was 1.Alacscale from 0 to 5 where O=Disagree
completely.

Other work-related variables were included in8odool Environment Studiypm
2001 and nearly 900 teachers responded to thiggiMunthe, 2008). The following table

presents some findings from this study:
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Table 2: Frequencies in percentage, Mean values and sthddarations for items
within three domains: Instruction, Teacher Autongrryd Innovation and learning. All
response scales are from 0 to 5 where 0= Disagmapletely and 5= Agree completely. N=
876. (Translated from Munthe, 2008).

Instruction 0 1 2 3 4 5 M sd
| adapt instruction to the individual child - 14 45 38.1 44.7 10.4 3.57 0.81
| give students influence over their school sitoati 06 16 11.4 40.7 40.3 54 3.35 0.86
Teachers’ Autonomy 0 1 2 3 4 5 M s.d.

My work is often assessed to ensure that | follo@6.3 28.7 23.5 174 3.3 0.8 1.45 1.19
guidelines correctly.

| am not expected to use certain teaching methods .6 595 11.0 20.5 33.1 20.3 3.27 1.44

It is regarded as important that | follow the cowlum 1.7 8.2 16.6 36.1 28,9 85 3.08 1.13
and our instruction plans.

I must refer to a superior concerning even mind6.9 27.5 11.7 10.8 3.1 1.0 1.00 1.20
decisions

I can usually act without securing permission frem 11.5 13.0 9.8 26.4 27.4 119 2.81 154

superior.
| can do almost whatever | want in the classroom. .1 6109 148 32.2 279 8.1 2.89 1.31
Innovation and learning 0 1 2 3 4 5 M s.d.

There’'s a lot of experimenting with different teaep 6.7 14.0 22.1 36.5 16.7 3.9 254 1.23
methods here.

Teachers show an interest for colleagues’ professio 3.0 7.1 17.7 44.6 24.0 3.7 291 1.05
work.

I have been involved in the development of localngl 27.2 11.8 10.0 12.0 19.7 19.2 2.43 1.91
as a part of the school’s development work.

The teachers are interested in learning from thexl 3.2 8.7 30.342.3 134 3.48 1.07
colleagues.

The current national reform and curriculum wasadtrced in 2006, and an evaluation
study of this has of course not been completedd@yéowever, have some data that may
provide indications of teachers’ acceptance andampntation.

A study conducted for the Union of Education Norvaayong 400 of their members
teaching in elementary and lower secondary schogperted that 59% of the members asked

were favourable towards the new curriculum refond anly 2% were negative (Norsk
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Respons, 2006a). 52% reported that they believa@duction would be improved due to this
reform, whereas 39% believed the reform would ffecainstructional quality. About 60%
reported that their schools were well on the wayatals implementing the new curriculum,
and 30% reported they had hardly started. Fourepéaf the teachers reported that they were
well prepared to implement the reform themselvdgreas 29% chose “fairly well prepared”
and 42% reported being less than fairly well preddyut more than “slightly prepared”.

The new reform has increased knowledge as one ofain goals. A report compiled
by Lagerstram (2007) based on data collected hyssta Norway in autumn 2005 finds that
¥, of all teachers who teach Norwegian do have smdéional education in that subject, and
2/3 of teachers in math, science, social studies religion do as well. Less than %2 of the
English teachers have any additional educatiohahgubject. Teachers who have studied
English for a year tend to be older teachers (ad@®ewhereas teachers with additional Math
studies tend to be younger (below 30).

The Norwegian Ministry of Education and Researchdibcated substantial
resources for professional development among teaemel school leaders. NOK 300 million
was allocated for this purpose in 2005 and a fuff@K 375 million in 2006
(Utdanningsdirektoratet, 2006). AccordingTtoe Education Mirroffor 2006, more than 90%
of all public schools have been involved in compegeenhancement measures in 2005 and
2006. More than 66 000 teachers participatedafegsional development courses on
curriculum understanding and analysis and more @300 took part in courses to enhance
subject matter knowledge in 2006.

In March 2006, members of the Union of Educatiomi¥y were also asked about in-
service training for the new reform (Norsk Resp@886b). A total of 901 teachers in
elementary and lower secondary schools respon@éé.r@ported having attended one course
only and 57% reported that they had not been affprefessional training courses. Of the
40% who responded that they had been given therappty to attend professional
development courses in relation to the reform, aB06&6 had attended a one-day course or
less, 39% had attended 2-3 days, and 15% had att¢raining that lasted more than one
week. 54% of the teachers who had attended developoourses rated these as good or very
good. 29% reported that the courses were “neitadmor good”, and 14% said that the

courses were either poor or very poor.
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The Norwegian Directorate for Education and Tragnaiirects an evaluation of the
competence strategy. One of the studies (Hagem Blydertzberg, 2007) finds that teachers
were not very involved in developing the local @aand that some of this disengagement can
be explained by how the headteachers involvedeheheers at their school. Most
municipalities have chosen extensive courses &mthters rather than intensive courses that
can involve increasing teachers’ formal education.

Teachers as a workforce were previously state eyepky whereas schools were
managed by the municipal level. On 01 May, 2004 ,Nlerwegian association of local and
regional authorities — an organization represeritiegmunicipal level and abbreviated KS -
took over as employers. This led to the need fog\& employment contract and negotiations
between the KS and the Union of Education Norwayrmenced. Both parties agreed that
teachers should spend more hours on site at tloiscto be able to enhance school
development, but there was disagreement aboutuimder of hours that should be defined as
“on site work” and the number to be defined asiiexplanning time to be carried out
wherever and whenever the teacher found most $eltAb important precondition was that
conditions were made favourable for teachers’ im&ee work on-site, for example office
space and PCs.

An evaluation of the new labour agreement was @awut during 2004 - 2006
(Nicolaysen, Nyen & Olberg, 2005). Differences ergeptions of the intentions behind the
new agreement are apparent for teachers and heisid¥hereas both headmasters and
teachers agree that a main intention was to ineresher collaboration and contact time
with pupils, the number of respondents who ans\fgnative to this varies. Teachers also
believed that a main intention was to control teashworking time and legitimize their work
hours. 43% of the teachers see control as a mi@ntion whereas only 10% of the
headmasters report this as a reason. For moré&@tarof the headmasters, a major intention
is the possibility to implement professional deypahent strategies for the whole staff, but this

is only mentioned by 20% of the teachers.
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