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1. Purpose and Intent of the Study 

The main goal of teacher education is to educate student teachers to become qualified teachers. Teacher educators are deeply involved in the professional development of student teachers and teachers. But how deeply involved are they in their own professional development? 

Most teacher educators are experienced teachers. However, because there is no specific educational preparation program for becoming a teacher educator, they have to develop their own professional competencies during the first few years of their work as teacher educators (Murray & Male, 2005). Throughout the rest of their careers, teacher educators are confronted with many changes in teacher education. Currently, new developments in the field of teacher education are shifting from a theoretical to a more school-based approach, focusing on practical experience as the starting point for teacher education, and orienting towards a more constructivist approach (Korthagen, 2000; Korthagen & Lunenberg, 2004). These new developments should stimulate teacher educators to evaluate and redefine their professional skills. Therefore, attention to the professional development of teacher educators who already work in the field is crucial. 

Just as the quality of teachers affects the learning results of pupils (Darling-Hammond, 2000), the quality of teacher educators affects the quality of teachers (Buchberger & Byrne, 1995; Korthagen, 2000). Thus, we concur with the Buchberger, Campos, Kallos and Stephenson’s (2000) study concerning the developments and the future of teacher education in Europe, in which the authors state that improvement in the competencies of teacher educators may well contribute to a substantial increase in the quality of teachers. 

Surprisingly, there is little research concerning how the professional development of teacher educators takes place. Most publications about the needs of the professional development of teacher educators tend to be either not up to date, are constrained to specific professional activities (Turney & Wright, 1990; Ducharme & Ducharme, 1996; Raina, 1997; Smith, 2003), or limited to descriptions of concrete courses for novice teacher educators (Lunenberg, 2002). An extensive study among Dutch teacher educators (Koster, 2002; Koster, Brekelmans, Korthagen & Wubbels, 2005) indicated that teacher educators consider monitoring their own professional development fundamental to their profession. The area of working on one’s own development and that of colleagues is considered by 400 teacher educators as the most essential area to improve.
The Dutch project “Professional Quality of Teacher Educators” is an interesting example of an approach that targets the professional development of teacher educators. Participants go through a procedure of (self-)assessment and professional development based on the Dutch standard for teacher educators. After successfully completing the procedure, they are registered by the Association of Dutch Teacher Educators as certified teacher educators. This project is an example of the growing attention towards the quality of professional groups which emanate from professional groups (Koster, 2002).

The project offers a unique opportunity to analyze the goals, activities and outcomes of the process of professional development of teacher educators in a situation in which this development is promoted by the context of the professional group. This was the central goal of our study. 

In the next Section (Section 2) we describe the central concepts of our theoretical framework, i.e. professional standards and professional development. Section 3 supplies information concerning the project “Professional Quality of Teacher Educators” and the development of the Dutch standard for teacher educators. In section 4, we focus on the research design. The results of our study are described in section 5. Finally, in section 6, we summarize our conclusions and raise various themes for further discussion.

2. Theoretical Framework

To set the stage for our empirical investigation of the standards-based professional development of a group of teacher educators, in this section we will describe the central concepts of the theoretical framework underlying our study. We define a teacher educator as someone who provides instruction or gives guidance and support to student teachers, and thus tries to render a substantial contribution to the development of students into competent teachers. 

2.1 Professional Standard

Content of a Standard for Teacher Educators
In many professions, professional development relies upon the availability of a standard (Andrew, 1997). Standards have been developed for teachers (see for example NBPTS, 2001), as well as for teacher educators (Association of Teacher Educators, 1999).

A standard usually refers to what the profession expects teacher educators to know and be able to do (Ingvarson, 1998). This implies something common or agreed upon, and denotes a degree of quality that is proper or adequate for specific purposes (Richardson, 1994). In line with Poole, Nielsen, Horrigan, and Langran-Fox (1998) and Spencer and Spencer (1993), we define a competence as a combination of knowledge, skills, attitudes, motives and personal characteristics allowing an individual to act effectively in a particular situation. 

In their study concerning the concept of competence, Stoof, Martens and Van Merriënboer (2000) make the distinction between the task characteristics of competence, which include knowledge and skills, and the personal characteristics of competence, which include attitudes or beliefs. We have found this distinction useful for our study, because we are interested in whether teacher educators direct their attention more towards the improvement of their knowledge and skills, the improvement of their attitudes and beliefs, or towards a combination of both. 

Function of a Standard for Teacher Educators
A standard sets out the present competencies of teacher educators as well as those they will need in the future (Roth, 1996). A standard can have different functions. For example, Ingvarson (1998) formulates five functions for a “standards-based professional development system.” These functions include for example: “to reach consensus about what the profession expects highly accomplished teachers to know and be able to do”, “to help professionals to evaluate their practice” and “to provide a guide and reference point for personal professional development planning”. A number of authors (Airasian & Gullickson, 1994; Eraut, 1994; Fisher, 1996; Keig, 2000; Squire, 1998) emphasize the importance of a standard for self-assessment and professional development. For instance, Airasian and Gullickson state that “standards will define the expectations against which practice, beliefs, and outcomes will be judged …. The product of self-assessment is a conscious decision or judgment about self, self-practice, or self-beliefs” (1994, p. 196).

Another issue is how general or specific the description of the competencies should be (Stoof, Martens & Van Merriënboer, 2000). Over-abundant descriptions of the competencies lead to vast lists which are difficult to manage. On the other hand, “too little specificity leads to a lack of clarity, poor communication and diminished credibility” (Eraut, 1994, p. 212).

Criticism on the Use of Standards

Several authors have criticized the development and use of standards. The manner in which standards are developed is quite a contentious subject (Zuzovsky & Libman, 2003). For example, if the content of a standard is not formulated by the professional group, and that standard is then imposed upon the group, then the professional group itself is not taken seriously. Another criticism is that these normative systems may lead to deprofessionalization (Cochran-Smith, 2001; Valli & Rennert-Ariev, 2002), meaning that there is little incentive for professionals to reflect upon their own norms and values. The result is that when standards are imposed on them, they tend to rely on external norms. 

Moreover, a number of objections charge that the importance of working with competencies in general is often overemphasized. Several authors state that lists of competencies do not take in account the complexity and the unpredictability of teaching and learning (Zeichner, 2005; Korthagen, 2004). In section 3, (Context: the Project Professional Quality) we explain how the developers of a Dutch professional standard for teacher educators have dealt with these objections.

It is important to note that many who criticize the development of standards do in fact support the value of a professional standard for the purpose of professional development (Zuzovsky & Libman, 2003).
2.2 Professional Development

Professional development can be defined in various ways: 1) the process by which a professional group as a whole seeks to acquire more of the characteristics defined as paradigmatic concerning their profession and 2) the improvement in the quality of services provided by an individual professional. We will now discuss these two meanings. 
The development of maturity and professionalism in a professional group as a whole implies that the group sets high standards of professional quality, a professional association exists, and professionals are properly educated. An important characteristic of an established profession is that systematic activities towards professional development take place such that members of the professional group and the group as a whole take responsibility for their professional development (Day, 1999; Eraut, 1994; Hoyle & John, 1995).
 
Professional development can also mean that an individual teacher educator improves the quality of his or her work and tries to “become the best professional one can possibly be” (Smith, 2003, p. 203). Professional development conceived in this way includes “the largely private, unaided learning from experience through which most teachers learn to survive, become competent and develop in classrooms and schools; as well as informal development opportunities in schools and the more formal ‘accelerated’ learning opportunities available through internally and externally generated in-service education and training activities” (Day, 1999, p. 2-3)

In our research, we focus on professional development in the latter sense, i.e. we study the way in which individual teacher educators acquire and develop the knowledge, skills, attitudes and beliefs important to their work with student teachers. 

3. Context: the Project Professional Quality of Teacher Educators
The Association of Dutch Teacher Educators initiated the project “Professional Quality of Teacher Educators”. In this project, a professional standard, and a procedure for (self-) assessment and professional development have been developed for teacher educators to become a certified teacher educator. 

3.1 The Dutch Standard for Teacher Educators
In the Dutch standard for teacher educators (see appendix 1) the attitudes and beliefs of teacher educators are formulated as “The foundation: basic attitudes and beliefs for teacher educators.” The knowledge and skills of teacher educators are formulated as “General Competencies” consisting of five competency areas. Each area contains a set of related elements that occur with some regularity in the teacher educator’s work. This conceptualization of the standard for teacher educators is in keeping with the Dutch trend. Klaassen (1994), for example, delineates the following five areas of competence: (1) competencies regarding content matter; (2) pedagogical competencies; (3) organizational competencies; (4) group dynamic and communicative competencies, and (5) developmental and personal growth competencies. Each area encompasses a number of different elements.

In the development of the Dutch professional standard for teacher educators, the previously mentioned critiques concerning the way in which professional standards have been developed (see 2.1) have been taken into consideration. 

The following measures have been taken (Koster & Dengerink, 2001):

(1) The professional group has been given an important role in formulating the content of the professional standard. 

(2) Those who established the standard have avoided making long lists of competencies by focusing on a select number of aspects which embody the competencies of a teacher educator. So, with regard to generality or specificity, they have opted for a middle-ground. The standard describes a number of areas and links a number of specific elements to these areas, thus creating a manageable standard. 

(3) The threat of deprofessionalization has been dealt with by developing a professional standard that invites those concerned with improving their actual practices. The idea is that the professional standard serves as an attractive mirror that teacher educators use from time to time for reflection and further professional development. 

3.2 Procedure of Self-Assessment and Professional Development

The standard is used as a reference point by teacher educators who go through the procedure of self-assessment and professional development. They are asked:

1. to analyze their strengths and weaknesses by using a structured standards-based score form and describe authentic situations which demonstrate good practice examples from their own work;
2. to discuss these products with a peer coach who is also a participant in the procedure;
3. to assemble feedback from colleagues and student teachers by giving them a structured standards-based score form to be filled out by at least 30 students and 5 colleagues;
4. to formulate goals and develop a plan for professional development;
5. to construct a portfolio containing a description of how they worked on their professional development and of the outcomes of their professional development.

Participants first come together for an introductory meeting. In this meeting, the procedure is explained and participants select a peer coach. Participation in the procedure is on a purely volunteer basis. Frequently, the institute of the participants will cover the participation fee of 1900 Euro and partly compensates their time which is 40 hours for the first four steps of the procedure, and another 40 hours for the fifth step, which consists of the professional development activities and construction of the portfolio. 

Every participant gets two peer assessors. The assessors are selected by the Dutch Association of Teacher Educators. Peer assessors are paid and trained for their work. They evaluate the products and portfolios of the participants, and judge whether a participant shall be allowed to receive registration. 
In the end, successfully completing the procedures of self-assessment and professional development allows the participant to register as a certified teacher educator. Since April 2001 more than 200 Dutch teacher educators participated or are still participating in this procedure. By the end of June 2005, 84 of them had been registered as certified teacher educators. After four years of being registered, the certified teacher educators will go through a re-registration procedure. 

4. Research Design
Regarding the teacher educators who participated in the Dutch project “Professional Quality of Teacher Educators,” we aimed at answering three questions: 

1) What goals do they formulate for their professional development?

(Are these teacher educators for example more directed towards the development of attitudes and beliefs than knowledge and skills or are they combining both?)

2) What kind of professional development activities do they engage in?

(Does the professional development of the participants take place through 
  experimenting, reading, doing, reflecting or cooperation? Or is it accomplished by combining these activities?) 
3) What are the outcomes of their professional development?

(Are the outcomes of the professional development related to their own personal development, or shared with others, like colleagues, the institution or the wider professional community?)

4.1 Research Group

Between April 2001 and December 2003, 43 teacher educators participating in the Dutch project “Professional Quality of Teacher Educators”, completed the procedure successfully. We used 25 completed files for our study on the professional development of teacher educators, while also securing permission from those participants to disclose information from their files. Files from the other 18 successful participants could not be used because these participants either did not respond to the request, had incomplete files, or did not give permission to use their files. 

From the 25 participants whose professional development we studied:

· four had three or four years of experience as a teacher educator;
· five had between four and seven years of experience as a teacher educator;
· twelve had between seven and eighteen years of experience;

· four had more than eighteen years of experience
.

Table 1 illustrates the age distribution of the participants.

Table 1



Age of the participants whose professional development we studied (n=25)

	Age of the participants
	Number of participants

	30-39 years
	7

	40-49 years
	13

	> 49 years
	5


Out of the 25 participants, eleven were working in a teacher education college or department for primary education, and five were working at a teacher education department for secondary education. In the Netherlands, these colleges and departments are a part of higher vocational education institutes. Six participants were working in a teacher education program at a university and three were working at a specific teacher education program within subject-based colleges such as art and physical education colleges.

This group of teacher educators has the following characteristics:

· They participated voluntarily in the procedure of (self-)assessment and professional development.

· They are members of the Dutch Association of Teacher Educators (VELON). Koster et al. (2005) found that members of the VELON had an average score of 9.2 and non-members had an average score of 7.5 on the variable “number of professional development activities” (p=.000)
. Thus, a member of the VELON is, in general, more active in the field of professional development than a non-member.

· They were willing to put some of their spare time in a process of self-assessment and certification.
Our research, therefore, focused on a specific group: a relatively active, motivated, and experienced group of teacher educators. And additionally, the members of the group may be characterized as “early adopters” because they participated in the two first years of existence of this (self-)assessment procedure. These group characteristics must be kept in mind.
4.2 Instruments

For our research, we used three elements from the procedure for (self-)assessment as tools in our analysis of the collected data:

I. In the fourth part of the procedure, the participants had to “formulate one or more specific goals for their professional development directed towards the improvement of certain elements of the standard for teacher educators”. We used those formulations to analyze which goals participants wanted to accomplish in their professional development.

II. In their portfolio participants described how they had worked on their professional development. We used these descriptions to analyze the professional development activities. 

III. The participants were also asked to describe the outcomes of their professional development activities in their portfolios. We used these descriptions for our study concerning the outcomes of professional development.

Thus the instruments we used in our research arose organically from the regular procedure of the project, which contributes to the ecological validity of our study.

4.3 Data Analysis
The elements of the Dutch standard for teacher educators were used to categorize the goals the participants defined in their own assessments of professional development. Two independent researchers were commissioned to carry out this categorization. 

At times, the participants wrote down goals that corresponded exactly to the Dutch standard categories. In other cases, the researchers categorized the goals teacher educators had formulated into one or more elements of the standard. The reliability of the scores of the two researchers was substantial
 (Cohens Kappa 0.69). In the case of differing scores, each researcher gave an explanation for his scoring. The differences were discussed and a consensus was easily reached in each case. 

To analyze the data for answering the second research question, we used a model developed by Hoekstra and Bakkenes (2004) that categorizes the professional development activities of teachers into a list of 74 learning activities of teachers. They asked nine experts in teacher research to further categorize these activities. Based upon the clusters created by these experts, five categories for learning activities were developed: (1) learning by doing (non-intentional); (2) learning by applying and experimenting (intentional); (3) learning by individual reflection on experiences; (4) learning from others without interaction (for by example reading literature); and (5) learning from others through interaction. Berings, Gelissen and Poell (2004), who studied how nurses learn on-the-job, developed, based on a grounded theory approach, almost the same five categories. However, an additional category, ‘learning through life outside work,’ was also established. Based on these studies, we have selected the following six categories for the categorization of professional development activities of teacher educators in our study: 

1. Learning by doing (non-intentional)

2. Applying or experimenting (intentional) 

3. Reflecting on work experiences

4. Learning without interaction

5. Learning through interaction

6. Learning outside of work

Two independent researchers performed the categorization. The interrater reliability of the score of the two researchers was almost perfect (Cohens Kappa 0,81). In case of different scores, each researcher explained the reason for his scoring and a consensus was easily reached in each case.

When analyzing the data to answer the third research question, which regards the outcomes of the participant’s professional development, we found that there was little existing material pertaining to the categorization of outcomes of professional development activities by teacher educators. We were able to find studies concerning self-study research and professional development in teacher education (Korthagen & Lunenberg, 2004; Kallenberg & Koster, 2004) that allowed us set up distinctions between outcomes at the personal level and those at the collective level. 
Most of the examples mentioned by Korthagen and Lunenberg pertaining to outcomes at the personal level are in the cognitive sphere: teacher educators became more conscious about the discrepancy between concerns/beliefs and practice, or about their pedagogical approach. In the same study however, teacher educators also mentioned changes in their personal behavior such as: “I give more attention to explicit modeling.” Therefore, with regard to the personal level, we made a distinction between change in cognition (I see now or I know now) and change in practice (I do now). 

With respect to the collective level, our criterion was that participants reported that they shared the outcomes of their professional development with others, i.e. colleagues, the management of the institute, or the professional community of teacher educators as a whole. Professional development at this level is often related with program or curriculum development. 
As a result, the following categorization was used to assess the outcomes of the professional development activities in relation to the goals formulated at the beginning of the trajectory:
1. Outcomes at a personal level: change in cognition;

2. Outcomes at a personal level: change in behavior;

3. Outcomes at a collective level: shared with others.

Two independent researchers performed the categorization. The interrater reliability was almost perfect (Cohens Kappa 0,88). In case of different scores, each researcher explained the reason for his/her scoring and a consensus was easily reached in each case. 

Finally, we want to mention that there were also outcomes mentioned by the participants unrelated to the goals. We will return to these in section see 5.3.

5. Results 

5.1 Goals of Professional Development

The participants could choose more than one goal for their professional development. As illustrated in Table 2, nine participants selected only one or two goals for professional development, eleven formulated three or four goals, and four formulated five goals. 

There was one participant who formulated fifteen goals, i.e. elements of the standard, for his professional development. It is quite exceptional to select this many goals. Therefore, in our evaluation of data on goals of professional development, we analyzed only those participants who selected between one and five goals for their professional development. 
Table 2



Number of professional development goals chosen by participants (n=25)
	Number of goals
	Number of participants who chose this number of goals

	1 goal
	3

	2 goals
	6

	3 goals
	7

	4 goals
	4

	5 goals
	4

	15 goals
	1

	Total
	25


Examples of goals which participating teacher educators set for themselves are: " to reflect systematically on my own pedagogical behaviour in relation with students, colleagues and other persons relevant for the course"; "to cooperate with colleagues; in this cooperation I show openness and I'm listening well to what they are saying..." ;“to expand my knowledge on visions, methodologies, foundations, possibilities and limitations of instruments like competencies, assessments and portfolios in teacher education; drawing conclusions for the enhancement of my own working practice"; "to give more attention to existing differences between students and handle them better".
As explained above, the goals of the teacher educators participating in the procedure of (self-)assessment and registration are categorized in conjunction with the professional standard for Dutch teacher educators. The number of times standard elements are formulated as goals for professional development is formulated in Table 3. In this Table we also list the number of participants who have chosen a certain area of the professional standard for their professional development.
Table 3



Number of times an aspect of competence is chosen as a goal for professional development 

and he number of participants that chose a certain area for professional development (n=24)
	Area of the standard

(see appendix 1)
	Number of elements within this area of the standard
	Number of times these elements within this area were chosen for professional development
	Number of participants who have chosen this area for their professional development

	F 1: Three levels

F 2: Educational vision

F 3: Attitudes

F 4: Realistic teacher education

F 5: Student as a partner

F 6: Being a role model
	1

3

6

5

1

1
	0

2

12

3

1

1
	0

1

8

3

1

1

	F TOTAL (category F)
	15
	19
	10*

	C.0: ICT
	1
	8
	8

	C.1: Content competencies 
	3
	6
	5

	C.2: Pedagogical competencies
	7
	14
	11

	C.3: Organizational competencies
	3
	 12
	9

	C.4: Group dynamics and communicative competencies
	3
	1
	1

	C.5: Developmental and personal growth competencies
	3
	10
	9

	C TOTAL (category C)
	20
	51
	22*



	Competencies outside the standard 
	1
	2
	2


* Because some participants chose several goal-areas within this category the sum is lower.

As we can see in Table 3, all areas of the professional standard for teacher educators are used by the participating teacher educators in formulating their goals for professional development. 
Out of the foundation (category F), participants frequently selected improving their attitudes as a goal. Taking into account the number of elements in certain areas, four competency areas are chosen quite often: ICT, pedagogical competencies, organizational competencies and developmental / personal growth competencies. 
As stated in 3.1., the content of the foundation of the professional standard for teacher educators (category F) is more directed towards attitudes and beliefs, whereas the content of category C is more directed towards knowledge and skills. 
Table 3 shows that participants chose professional development of knowledge and skills 51 times (Areas C.0 till C.5, 20 elements) and the professional development of attitudes and beliefs (category F, so the sum of the areas F.1 till F.6, 17 elements) was chosen 19 times. 
As shown in  the same table, we observed that, by taking the categories C and F as a whole, 22 participants chose the development of knowledge and skills, and 10  participants chose development of attitudes and beliefs.
We conclude that participants were more directed towards the improvement of their knowledge and skills than towards the improvement of their attitudes and beliefs.

5.2 Professional Development Activities

The second part of our research question was “What kind of professional development activities do the teacher educators engage in?”
The number of times participants have engaged in professional development activities is listed in table 4. When different activities that come under the same category were indicated by the participants, all activities within that one category were tallied. 
Table 4

Number of times professional development activities were undertaken by participants, per professional development category

	Professional development category
	Number of times professional development activities within this category were undertaken
	Number of participants who have engaged in professional development activities within this category

	1. Learning by doing (non-intentional)
	0
	0

	2. Experimenting (intentional)
	30
	18

	3. Reflecting on work experiences
	9
	7

	4. Learning without interaction
	15
	14

	5. Learning through interaction
	29
	18

	6. Learning outside of work
	0
	0


Although we found a wide variety of descriptions of professional development activities, all the descriptions fit into four categories. For each of these four categories we give examples of activities.

1. “Experimenting”: contributing to an aspect of curriculum renewal, writing policy advisements, designing an innovative workshop, organizing an excursion, using new materials or techniques, paying more attention to a special group, and stimulating students to broaden their scope.

2. “Reflecting”: making a video of the participant’s own lessons and analyzing it, describing realistic situations, and devising a report of self-conducted training.

3. “Learning from others without interaction”: reading literature (the most frequently mentioned activity), and conducting written evaluations, which was also included because in such cases there is no personal interaction.

4. “Learning from others through interaction”: following a course (the most frequently mentioned activity), having a conversation with colleagues and or executive staff, video-interaction supported by a colleague, consulting a coach, supervisor or external expert, evaluations with students, and spending more time with colleagues at lunch. 

As we can see in Table 4, the participants have a preference for experimenting and interactive learning in professional development activities. Participants often engage in more than one professional development activity within these categories. On the other hand, at least sixteen participants went through a process of professional development without reporting that they reflected on their work experiences. Ten other participants went through a process of professional development without reporting on reading a book or consulting another source of literature. 

The categories ‘unintended learning’ and ‘learning outside of work’ were not mentioned. The reason can partly be attributed to the particular situation participants were in. To become certified they were expected to make a professional development plan and report on the activities they had engaged in. As a result, non-intentional learning or learning outside of the normal professional sphere was not a direct focus. Even so, we are surprised that these activities were not mentioned at all.
The number of professional development activities each participant has been engaged in is shown in Table 5.
Table 5 

Number of professional development activities per participant
	Number of professional development activities 
	Number of participants (N=25)

	1
	3

	2
	8

	3
	4

	4
	4

	5
	2

	6
	2

	7
	2


As we can see in Table 5, the vast majority of the participants engaged in more than one professional development activity. About two-thirds of the participants attempted two to four professional development activities. Based on the combinations of development categories that the participants chose, we found that for their professional development they mostly combine “experimenting” with “learning through interaction”. We also found that if they did read literature as part of their professional development, this activity was most often combined with “learning through interaction” and “experimenting”. 

5.3 Outcomes of Professional Development

The third research question was “What are the outcomes of the professional development activities for the participating teacher educators?”
To answer this question, we checked the portfolios of the participants concerning explicit formulations of the outcomes of their professional development activities. We found that all participants reported outcomes relating to the professional development goals they had previously articulated, and eleven of those participants also reported further outcomes unrelated to their professional development goals. 

Table 6 illustrates the number of participants who mentioned outcomes of their professional development activities related to the categorization we made: outcomes on a personal level (change in cognition or in behavior) or collective level.
Table 6

 Number of participants who mentioned outcomes from professional development 

activities related to goals on a personal or collective level.

	Outcomes of professional development activities
	Number of participants

	1 On a personal level: change in cognition
	24

	2 On a personal level: change in behavior
	17

	3 On a collective level: shared with others
	10


As shown in Table 6, nearly all participants mentioned outcomes in category 1, changes in cognition. Examples of documented outcomes in this category are: (1) “[as a result of studying literature] I started thinking about the supervision of teaching practice from different perspectives.” (2) “I have become more conscious of the moments I stimulate students.” (3) “I see more clearly how under-analyzed the use of portfolio is in my institute.” (4) “In the field of ICT I crossed a kind of threshold, I have no fear any more that I don’t know enough about ICT.” (5) “I know better how I can make use of ICT…” (6) “I have become more aware of my role as a teacher educator within my faculty department.” (7) “I have become more aware of the needs of new teacher educators / colleagues during their induction period”.

Two-thirds of the participants mentioned outcomes in category 2, changes in behavior. Examples of changes in behavior are: (1) “Now I pass through the different phases of systematic reflection in a supervision situation without a speaking note.” (2) “I communicate more open, and as a result I get better feedback and faster renewal, which is more to the point.” (3) “In my lessons I use a wider variety of pedagogical instruments.” (4) “I communicate more effectively with colleagues.” (5) “I have experimented with a new teaching method, which has to be adapted on some minor points.”

Ten, i.e. a few more than one-third of the participants, mentioned outcomes in category 3, at a collective level. Examples of such outcomes that were shared with others are: (1) “For my department I’ve written a paper on reflective teaching.” (2) “I’ve made a list of competencies, that should be attained during the in-service teacher education, as an aid for student teachers and their teachers.” (3) “I’ve developed a new course together with a colleague.” (4) “I’ve made for and given to the management of my institute a plan to attain more structural intercollegial coaching between the teacher educators of our institute.” (5) “I’ve participated in the preparation of a study-conference at my institute on curriculum renewal.” (6) “I have got more tasks in the field of in-service teacher education and policy-development.” (7) “I have written an article.”

Eleven participants mentioned outcomes unrelated to their initial goals. Several of the outcomes mentioned in this category are, however, related to the process of (self-) assessment and professional development as a whole. Participants were not expected to describe outcomes unrelated to their professional goals. This is most likely the reason why fourteen participants did not score in this category. 

Examples of outcomes unrelated to initial goals were: “[Participating in the procedure of self-assessment and professional development] did help me to get a more positive self-esteem,” “It was a tremendous good experience to work on my own development. And not only towards myself and my work, but also towards my personality and values. It broadened my scope,” “It strengthened my enthusiasm for teacher education as a profession,” and “There is a clear shift towards expert qualifications.”

As is shown in Table 7, most of the participants have outcomes in more than one category.
Table 7 

Number of times a participant reports a combination of outcomes

	Outcomes category (combination)
	Number of participants (N=25)

	1 (cognition)
	5

	2 (behavior)
	1

	3 (shared with others)
	0

	1 and 2
	6

	1 and 3
	3

	2 and 3
	0

	1, 2 and 3
	10


More than one-third of the participants report outcomes in all three categories.

Outcomes in category 3, “shared with others,” only occur together with outcomes in category 1, “personal level, change in cognition”. 
6. Conclusions and Discussion

This study focused on the following questions: (1) “What goals do teacher educators, who participate in the Dutch project ‘Professional Quality of Teacher educators, formulate for their professional development? (2) What kind of professional development activities do they engage in, and (3) what are the outcomes of their professional development?”

The results in this article are based on the portfolios of a highly motivated group of 25 teacher educators participating voluntarily in a procedure of (self-)assessment and professional development. Given the limited number and the characteristics of the participants, we must be careful when drawing general conclusions. With this in mind, we will summarize our conclusions (6.1), formulate topics for further discussion (6.2), and close by discussing the relevance of this study (6.3.).

6.1 Conclusions

Our study showed that teacher educators who voluntarily participate in a standard-based procedure for (self-)assessment and professional development: (1) are able to set goals for their professional development, (2) are challenged to use a broad variety of professional development activities, and (3) experience that they - and in many cases their professional environment as well - benefit professionally from participating in this procedure. 
These teacher educators were inclined to choose between one and five elements from the standard as goals for their professional development. They were directed more towards the improvement of knowledge and skills than towards the improvement of attitudes and beliefs.
The professional development activities the participants in our study engaged in tended to focus on intentional learning related to the work context. We found that participants mostly chose combinations of various activities, and preferred to experiment and learn interactively with colleagues. Most participants went through a process of professional development without reflecting on their work experiences. If the participants read literature, this activity was most often combined with interactive learning and experimenting. In addition, we found that nearly all the participants reported positive outcomes at the level of cognition. A majority of the participants also reported changes in their own behavior.
Although the project and procedure was directed towards individual professional development, more than one-third of the participants reported outcomes at a collective level, i.e. sharing outcomes either with colleagues of their institute or with members of the professional community of teacher educators as a whole. More than one-third of the participants reported outcomes unrelated to the goals they set at the start of their participation. 

6.2 Discussion

Goals for Professional Development

Teacher education is undergoing a shift from a theoretical to a more experiential approach in teacher preparation. As a result, practical experience as a starting point for teacher education is becoming the focal point. Moreover, teacher education is often seen as having a relatively weak knowledge base and historically relies on experiment and practice. Therefore, it is understandable that the participating teacher educators were more directed towards the improvement of their knowledge and skills than towards the improvement of their attitudes and beliefs. 

International studies, however, more and more emphasize the influence of the teacher educator’s personality on his or her students (Fenstermacher, 1994; Willemse, 2006). This perspective should challenge the participants in the procedure for professional development to focus also on their attitudes.
Professional Development Activities of Teacher Educators
Earlier studies in the nineties (Raina, 1997; Ducharme & Ducharme, 1996; Turney & Wright, 1990) have indicated that research and reading activities, without interaction, were considered as the primary methods of professional development of teacher educators. More recent studies in the field of Human Resources Development and Higher Education Teaching, however, underline the strong impact of learning from interaction and experimentation (Eekelen, 2005; Poell (2000). Our findings seem to be in line with these recent trends.
We have to ask ourselves if this result indicates that participants’ knowledge base is cultivated more by new experiences and feedback from others, than by deep reflection and theoretical input. Perhaps this is inherent to the Dutch system of teacher education, where teacher education is mostly part of colleges of education, instead of universities, and most teacher educators are not obliged to conduct research or to publish.
Teacher educators did not report on professional activities in the ‘Learning from activities outside of work’ category. The (self-)assessment procedure seemed to invite teacher educators to unfold their professional experience, but not their life experiences (Mena Marcos & Tillema, 2006; Kelchtermans, 2005). More attention towards personal autobiography in a (self-)assessment procedure may e.g. foster a more integrated reflection on one’s own professional development.
Teacher educators can, for example, learn a lot from the stories they hear from their children about school. We felt that this should be especially true in the group we studied because many were at an age to have school aged children at home. We also believe that teacher educators can learn a lot from the films they watch about teaching and education, such as Dead Poets Society or Être et Avoir, or from doing voluntary work in their neighborhood, or even from major events in their personal life. 
Outcomes of Professional Development Activities

We found that the professional development activities by and large greatly contributed to the personal development of the participants. Additionally, more than one-third of the participants reported that the outcomes of their professional development activities were shared with others, i.e. students, colleagues, the wider professional community. 

Unfortunately, we do not have reference material to judge if ten out of 25 participants is a high percentage regarding outcomes for category 3, “sharing outcomes with others”.
Outcomes unrelated to initial goals seem to go in the direction of values and self-esteem of participants. Participants report ‘a more positive self-esteem’, a contribution towards ‘my personality and values’ or ‘my enthusiasm for teacher education’. In a recent discussion about the quality of teacher educators (Murray, 2005; Robinson, 2006) different contributors emphasized that we have to search for the essence of the teacher educators professional quality. 
Another critical remark should be made: because we did not ask them to do so, participants seldom reported that they had checked if students, the institute or the professional community as a whole really benefited from their professional development. Care must be taken, however, when assessing the category “students”, for it is difficult to measure the impact of the professional development of a teacher educator on the learning of his/her students (Flecknoe, 2002). Teacher educators may be aware of this limitation and consequently be reluctant to refer to this possible relation, especially when they are not asked explicitly to do so.
6.3. Relevance for Research and Teacher Education
As stated in the introduction, the project “Professional Quality of Teacher Educators” provided a unique opportunity to study the professional development of teacher educators, a topic which until now has received little attention outside self-study publications. We found this lack to be remarkable in a field in which professional development of teachers is a key issue. This is also noted by Wilson (1990). We hope that this article will motivate other countries or institutions to invest in the professional development of teacher educators and conduct further research in this area. In our view, future research would also be beneficial if directed towards the question of whether or not student teachers also experience the changes that we found teacher educators to have noticed in themselves. A stronger focus on teacher educators and their development can contribute to the essence of the knowledge-base of teacher educators, the quality of teacher education and thus to the quality of education in general.
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Appendix 1 

The first version of the professional standard of Dutch teacher educators

THE FOUNDATION AREA: BASIC ATTITUDES AND BELIEFS FOR TEACHER EDUCATORS
F1
A teacher educator can work at three levels:

· has insight into his/her pupils’ development

· facilitates and supervises the student teacher’s development

· takes charge of his/her own professional development.

F2
Teacher educators formulate their own educational vision, one linked to the reality. They are able to adapt this vision to the pedagogical views of their institute, and to communicate this clearly to colleagues and students. Their educational vision must therefore be outward looking
F3
A teacher educators attitudes are:

· is open to others and is a good listener

· dares to take risks and be initiative 
· can offer feedback and is synonymously open to receiving it 

· stands by his/her views and can argue them convincingly

· is dedicated, committed and involved

· strives to solve problems with tact and diplomacy.

F4
A teacher educator uses in his/her work the following criteria for realistic teacher education:

· takes, as a starting point, the specific practical problems and concerns experienced by teachers and student teachers, including those of the subject matter being taught 

· is oriented towards the stimulation of systematic reflection (NB: this reflection is directed towards acquiring subject knowledge, establishing routines, seeking professional growth, etc.)

· makes deliberate use of both interaction between the educator and individual students, as well as between the students themselves

· works in an integrated manner, both with regard to the integration of theory and practice and to the integration of different disciplines

· acquires and maintains knowledge from a variety of sources.

F5
These attitudes and beliefs mean that the teacher educator must be prepared to take and develop initiatives together with his/her students in all competency areas. The educator considers the student as a partner qualified to contribute towards the development, implementation, and evaluation of his/her own education and development.

F6
Teacher educators must also be a model in all five competency areas. This means, for instance, that they must implement what they consider to be important into their own pedagogical behavior.
GENERAL COMPETENCIES

The five competency areas are: 

Content competencies

Pedagogical competencies

Organizational competencies

Group dynamic and communicative competencies

Developmental and personal growth competencies

The last competency area listed is a prerequisite for the first four; it is a ‘meta-competency’ that the first four competencies depend on. There is also a C.0 area about ICT
C.0.
As in all professional walks of life, teacher educators must also be capable of integrating ICT into all their activities. This applies, for instance, to the creation of a digital learning environment for students (see C.2.2), maintaining a network of contacts (see C.3.1) and staying current on developments taking place within their profession. (see C.1.2 and C.5.1). 

C.1.
Content competencies

The teacher educator is able:

1.1.
to acquire and maintain knowledge and skills that encompass his/her own discipline (e.g. the content being taught, content pedagogy, educational theory)

1.2. 
to integrate the complexity of teaching practice and the content of one’s own discipline in conjunction with elements from various other disciplines, such as pedagogy, educational theory, learning and developmental psychology, and subject matter pedagogy and subject content.
1.3. 
to translate developments taking place in one’s own discipline and in the field of education into the vocational preparation of students and the continuous professional development of prospective teachers

C.2.
Pedagogical competencies

The teacher educator is able:

(design)

2.1. 
to collaborate with colleagues on the preparation, implementation, evaluation, modification and renewal of course curricula

2.2. to create a stimulating learning environment for students and course participants

(action)

2.3. to differentiate between different student teacher and course participants, and monitor them along specific developmental routes towards teaching competence

2.4. to link different teaching situations with appropriate pedagogical insights

2.5. to make the implemented pedagogical approach transparent for students, and to discuss the pedagogical options with them

(evaluation)

2.6. 
to develop and implement assessment tests of vocational skills, offer students feedback on their study progress, and assess students’ capabilities for the teaching profession

2.7
to stimulate students to reflect on their experiences, and to assess themselves on their capabilities for the teaching profession

C.3.
Organizational competencies

The teacher educator is able:

3.1. 
to maintain a network of relevant professional contacts, both inside and outside the world of education 

3.2. 
to actively contribute towards the development and implementation of the organization’s vision and policy

3.3. 
to work with others in multi-disciplinary, self-directed teams

C.4.
Group dynamic and communicative competencies

The teacher educator is able:

4.1.
to deal with young adults and accomplished teachers

4.2. 
to cope with procedures within groups of students, teachers and colleagues

4.3. 
to empathize with those he/she works with; to provide free rein, monitoring, or confrontation, according to their needs

C.5.
Developmental and personal growth competencies

The teacher educator is able:

5.1. 
to evaluate new developments with colleagues in the field of education and in the area of teacher education and further incorporate these into his/her educational behavioral repertoire
5.2. to reflect systematically on his own pedagogical approach and teaching behavior, towards students, colleagues and others important to the teacher education institute

5.3. to make his/her own learning process visible to colleagues and students

� Other characteristics of an established profession are (Verloop, 2001): the profession performs a crucial social function; entrance to the profession requires a lengthy period of higher education; the profession centres on the pre-eminence of clients’ interests; professionals have a certain amount of freedom to make their own judgments with regard to what is considered as appropriate practice; and the profession is rewarded by high prestige and a high level of remuneration.





� For this categorization, we used Huberman’s (1995) four phases in the professional development of teachers: 0-3 years, 4-6 years, 7-18 years, over 18 years of experience. 


� The “number of professional development activities” was measured on the basis of their research activities (number of publications published under their name), the number of national and international conferences attended; the number of professional courses completed; the number of journals or magazines in the field of teacher education they read. 


� Eggen and Sanders (1993, p. 449-450) present the following overview for the interpretation of the coefficient K:


Hight of K	Interpretation


.41 - .60		‘moderate’


.61 - .80		‘substantial’


.81 - .100	‘almost perfect’
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