Studies on Quality Teachers  _..ex
and Quality Initial Teacher

SERIES

Education

Edited by TEPE Network

Teacher Education

Joanna Madalinska-Michalak
Policy in Europe




Home



Studies on Quality Teachers
and Quality Initial Teacher Education



Home



Studies on Quality Teachers
and Quality Initial Teacher Education

Edited by
Joanna Madalinnska-Michalak

TEPE NETWORK
Teacher Education
Policy in Europe

630 | FrsE
Q@ | Publications

Warsaw 2020



KEY CONCEPTS SERIES. VOL. 10
Studies on Quality Teachers and Quality Initial Teacher Education

Edited by: Joanna Madaliriska-Michalak
Reviewed by: Erika Lofstrom

Co-operation: Agnieszka Rybirska
Proofreading: Anthony Wright

Production editor: Barbara Jedraszko
Co-operation: Karolina Kwiatosz

Design: Diana Makulska/Podpunkt
Cover design: Dorota Zajagczkowska

DTP: & rzeczvosrazkowe

Printed by: Drukarnia KOLUMB Chorzéw
Publisher: Foundation for the Development of the Education System

National Agency for the Erasmus+ Programme
Al. Jerozolimskie 142a, 02-305 Warsaw
www.frse.org.pl | kontakt@frse.org.pl

© Foundation for the Development of the Education System, Warsaw 2020

ISBN 978-83-66515-31-4
doi: 10.47050/66515314

This publication has been developed with the financial support from the European Commission
in the framework of the Erasmus+ programme. The information and views set out in this
publication are those of the authors and the European Commission may not be held responsible
for the use, which may be made of the information contained herein

Free copy

Citation:

Studies on Quality Teachers and Quality Initial Teacher Education, J. Madalinska-Michalak (ed.),
Foundation forthe Development of the Education System, Key Concepts Series, vol. 10, Warsaw 2020,
doi: 10.47050/66515314.

FRSE Publishing House periodicals and portals:

[jezyki:oBce ]

w szkole

FRSE publications are available at: (51 www.czytelnia.frse.org.pl


http://www.frse.org.pl
mailto:kontakt@frse.org.pl
http://www.czytelnia.frse.org.pl

Table of Contents

9
Acknowledgements

10

Introduction

Quality Teachers and Quality Initial Teacher Education
Joanna Madaliriska-Michalak

18
Professionalisation through Internationalisation
in Teacher Education

The International Project (IPC) as an Example

for "Internationalization@home"

Sina Westa

42
How do Teachers Benefit from Mobility Experience?
Implications for Initial Teacher Education

Michal Pachocki

54
Assessment in Initial Teacher Education

Views of Portuguese and Polish students

Cldudia Pinheiro, Maria Assungdo Flores, Joanna Madaliriska-Michalak



86

Giving Reading, Thinking and Studying Back
to Initial Teacher Education

Tania Alonso-Sainz, Bianca Thoilliez

108

Diary of an Action Research

Creating Space for Dialogue, Reflection and Collaboration
in Teacher Training

I1ldikd Zank

124

Teachers’ Development Standards in the School of Education,
Polish-American Freedom Foundation, Warsaw

A Case Study

Kinga Biatek

146
Pre-service Teachers’ Conceptions on Explicit,
Socioconstructivist and Transmissive Approaches

to Teaching and Learning in French-speaking Belgium
Chloé Gravé, Marie Bocquillon, Nathanaél Friant, Marc Demeuse

170
Research-based Teaching and Transformative Learning
to Promote Quality Teacher Education

Joanna Pitura

202
Epistemological Reflection in Contemporary Teachers’ Training
Teacher as architects of their own knowledge

Dorota Zdybel



220

Designing Provocative Education Environments for Teacher
Training Emancipatory Practices

Gisselle Tur Porres

242

Teaching Geometry at University
Dialectics of Classics and Modernity
Aliya Bukusheva

258

Training Quality Teachers
The Challenge of Design Skill
Laura Sara Agrati, Viviana Vinci

284

Motivational, Engaged and Reflective Teaching Competence
in Quality Teacher Education

Anna Aleksanyan



Home



Acknowledgements

This book was completed with the contribution and assistance of many
people. | wish to acknowledge and thank the many individuals who
shared their expertise, and donated their time and energy to support
me in the editorial work on this book. Firstly, | would like to express my
sincere gratitude to my colleagues from the Teacher Education Policy
in Europe (TEPE) Scientific Network, who deserve recognition for acting
as the main inspiration for this book. The 2019 annual TEPE Conference
acted as a platform for the book contributors to present their research,
and the TEPE Board Members provided all the necessary academic
support to review the abstracts, advise on the themes selected and
suggest valuable feedback throughout.

Secondly, | would like to thank Professor Erika Lofstrom from
the University of Helsinki, the book reviewer, for her invaluable
comments on the book and suggestions for its improvement.

| would like to express my sincere appreciation to each author
of the book’s chapters for sharing with the readers their knowledge
and expertise in the field of teacher education, for their contributions
to the discussion on how to best ensure that teachers and teacher
educators are able to meet the challenges of the contemporary society
head-on, and for their concern about understanding today in order
to build our future better. | also want to thank them for their invaluable
co-operation throughout the whole publication process of the book.

Finally, | would like to extend my special thanks to the publisher
of thismonograph—the Foundation for the Development of the Education
System.

Warsaw, 20 May 2020 Joanna Madalinska-Michalak



Introduction
Quality Teachers and Quality

Initial Teacher Education

The concept of quality in teaching and teacher education is complex
and elusive (Imig & Imig, 2007, p. 99). This complexity is because teacher
quality and quality teacher education may hinge on myriad different
perspectives, ranging from an emphasis on teachers’ qualifications,
competences, motivations, engagement, and credentials to teachers’
cognitive and affective resources (i.e. teachers’ knowledge, awareness,
skills, attitudes, emotions), as well as teachers’ work and performance
in actual school conditions and educational contexts and teachers’ impact
on student educational outcomes (Wang et al.,, 2011, pp. 331-333).

Despite the observed conceptual ambiguity, no one seems
to be against "quality teacher" and "quality teacher education”, or even
"high-quality teacher education”. Raising teacher quality and reforming
teacher education has earned considerable attention in the research
literature, policy, and practice. There is an increased focus on policy
reforms to improve teacher quality and a greater emphasis on quality
assurance processes in teacher education. At the same time, teaching
in today’s complex globalised world is acknowledged as challenging
and ever-changing. Teaching is perceived as more than prescribed
knowledge delivered using a toolbox of teaching strategies. The dynamic
nature of teaching and the many roles required of a teacher direct our
attention to individual teacher and student differences, the relationships
between them and the context in which teaching and education take
place, as well as to the current status and prestige of teachers and
teaching (Hargreaves, 2009, pp. 217-229).

As Linda Darling-Hammond et al. (2017) identified in high-
-performing systems, the policies that shape the teaching force and
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the quality of work of teachers are those relating to teacher recruitment;
initial teacher education, teacher induction and mentoring; teachers'
continuous professional learning; teacher appraisal; and career and
leadership development. These policies are mutually supportive and
affect each other in a direct manner. Policy systems that support
high-quality teaching practices are extremely important and they
are characterised by knowledge expansion and change. What are
teachers expected to teach students entering school today? We see
that teachers may well work in jobs that do not yet exist, so they need
to be able to find and evaluate knowledge on new ideas, answers and
solutions. Moreover, societies are becoming increasingly diverse, and
people with different perspectives and cultures bring new ideas and
possibilities. The kind of teaching which is required in this context
is challenging and dynamic.

Teachers need to "enable very diverse students to learn higher-
-order skills, so they themselves need a range of new skills; be able
to understand the content more deeply and flexibly; understand how
children learn and develop in cultural contexts; develop effective
teaching strategies that foster reasoning and incorporate the appropriate
technologies in their practice. Policy must thus be directed toward
the development of a teacher workforce that is able to make the best
decisions about teaching based on the expertise they have nurtured
from their training and the wisdom they have accumulated from their
experiences. Apart from having a strong teaching workforce, policies
must also focus on how to develop teaching contexts that enable
good practice. In the policy design process, the learning environment
and the teaching context must be acknowledged as vital components
of effective teaching as the qualities of individual teachers" (Attard
Tonna & Madaliriska-Michalak, 2018, p. 15).

This book, Studies on Quality Teachers and Quality Initial Teacher
Education, is directly connected with the book Studies on Quality
Teachers and Quality In-service Teacher Education (Madalirnska-
-Michalak, 2020). Both books focus on original and research-informed
writings related to prospective teachers, teacher educators, and
teachers, and they address teacher education in the 21t century.
These books adopt a comprehensive definition of the term "teacher
education”. According to this definition, teacher education is understood
as an education that includes a pre-service stage, an induction
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stage, and the continuing professional development of the teacher.
Teacher education is perceived as a highly complex process that
raises many challenges as well as many opportunities in the process
itself. Therefore, the book offers to go beyond a static understanding
of teacher quality and focuses not only on initial teacher education but
also and at the same time on the contribution of faculties and schools
of education to the development of teachers during their careers.
The book proposes to answer the following main questions, namely:
What is high-quality teacher education? What does it take to educate
high-quality teachers? What can be done to create such systems where
every learner can have well-trained, qualified, and motivated teachers
who promote inclusive and equitable quality education for all? How
do the working conditions of teachers influence teacher quality?

The distinctiveness of the booklies in the comprehensive and
interconnected ways in which teaching and professional learning
in teacher education in Europe and beyond are seen. In the face of global
challenges and opportunities and local contexts, it isimportant to address
teaching and learning in teacher education as it relates to different levels
of education as well as to opportunities for future teachers, teachers
and teacher educators to learn and develop. A high-quality teacher
workforce requires deliberate policy choices and the building of human
resource systems as well as concentrating on attracting, preparing, and
supporting high-quality teachers and nurturing educational leadership
at different levels of the education system.

The present volume, Studies on Quality Teachers and Quality Initial
Teacher Education, is dedicated to initial teacher education. Approaches
to pre-service teacher education are diverse, and examinations
of the various practices in different countries indicate that initial teacher
education can still be perceived as "training" or an "apprenticeship”
(Reid, 2011, p. 308), or highlight "the professional standard approach”,
"the skilled artisan approach”, or "the inquiry-based approach" (Reid
& O'Donoghue, 2004, pp. 561-562). In presenting examples of solutions
in policy and practice, and the trends in research on future teachers and
teacher education, the vast variation in these areas and the recognition
that some may stand in direct contrast to others are acknowledged
in this book. The contributions deal with the challenges and opportunities
of teaching and learning in initial teacher education in a globalised era.
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The content of the book leads us to the question: How do we see
education, the teaching profession and teacher education not just for
the here and now, but also for the unknown and inevitable future?
This question has significance, especially in a time when our current
professional and personal situation is extremely challenging due
to the Covid-19 crisis around the world. Around 63 million primary
and secondary teachers around the world have been affected by school
closures in 165 countries due to the Covid-19 pandemic. There are
a number of specific challenges we have to cope with regarding
distance learning for students in confinement, with or without the use
of digital technologies, providing adequate professional tools, support
and training for teachers and teacher educators, and putting equity
at the heart of education responses.

While the contributions were written before the global Covid-19
outbreak, a number of them address issues that have a highlighted
relevance for post-pandemic societies, which can be seen in Sina
Westa's chapter on professionalisation through internationalisation
at home, Michat Pachocki's chapter on teacher mobility and their
training abroad, and Tania Alonso-Sainz and Bianca Thoilliez's chapter
on the necessary virtues to address the moral density and social
responsibility that teaching implies as a professional activity. Other
contributions highlight research findings that raise new questions
on topics related to post-pandemic initial teacher education and
society: assessment in initial teacher education (Claudia Pinheiro,
Maria Assuncao Flores, Joanna Madalinska-Michalak), collaborative
practices and action research (lldiké Zank), teachers’ development
standards (Kinga Biatek), research-based teaching and transformative
learning (Joanna Pitura), explicit, socio-constructivist and transmissive
approaches to teaching and learning (Chloé Gravé, Marie Bocquillon,
Nathanaél Friant, Marc Demeuse), new kinds of learning environments
(Giselle Tur Porres, Aliya Bukusheva, Laura Sara Agrati, Viviana Vinci),
epistemological reflection (Dorota Zdybel), and motivation, engaged
and reflective teaching competences (Anna Aleksanyan). While these
contributions naturally did not anticipate the pandemic, they are likely
to trigger topical reflections in the reader.

The situation we have now calls for (re)imagining and remaking
teacher education. Nowadays, it is not enough just to discuss preparing
teachers to teach at school; we should have a real debate on how
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to educate teachers across their careers in such a way that they can
serve society as best as they can, long beyond the 215t century. Teachers
and teacher educators have to face changes taking place at school,
in its surroundings, and in the expectations directed towards them
from different subjects of education, namely: students, parents, policy
makers, government, and civil society. Teacher educators should be able
to recognise these expectations and understand these changes, prepare
teachers for new challenges, and help them to develop the appropriate
competences and reflect on their values.

Teachers are universally expected to develop and demonstrate
appropriate personal and professional values, and yet these values are
only weakly defined. While some national governments rely on cultural
traditions to guide values in education, others directly intervene through
policy changes, trying to shape the values promoted by schools and
teachers. At the institutional level, school leaders vary in their efforts
and strategies to encourage reflection, debate and inquiry by teachers
to help develop shared professional values as a school within its local
community. We see that there is a huge need to focus on explorations
of personal and professional values, and on their implications for
teacher education, teachers’ professional learning, school leadership
and educational policy.

The present chapters were selected through submissions elicited
from a call for abstracts to scholars concentrated around the Teacher
Education Policy in Europe Scientific Network (TEPE Network), and
its annual conference was organised by the Faculty of Education,
University of Warsaw, Poland and the Foundation for the Development
of the Education System (FRSE), Poland, in co-operation with
the Pedagogical University of Cracow, Poland. The conference was
held from 16-18 May 2019 in Cracow, which is the second-largest city
in Poland and the country’s former capital.

The TEPE Network is an academic network that brings together
teacher educators, educational researchers, policy makers, teachers
and practitioners from Europe and beyond to discuss and identify
key elements that contribute to strengthening teacher education,
and the quality and professionalism of teachers in schools. The TEPE
Network is dedicated to advancing research in and on teacher education
that can influence policy making. The network builds on previous
European collaborative projects in the field of teacher education policy
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— principally the Thematic Network on Teacher Education in Europe
(TNTEE) funded by the European Commission (1996-1999) and
the European Doctorate in Teaching and Teacher Education (EUDORA)
project funded by the European Commission (2000-2005).

The TEPE Network’'s annual conferences show that, in the past
13 years, the network’s initiative has established firm roots, and we
can notice that the number of TEPE supporters and contributors
has continuously grown year after year. The TEPE conferences show
that the manifold dimensions of teacher education are increasingly
attracting the attention of researchers, teacher educators, policy
makers and prospective and in-service teachers. A significant feature
of contemporary theory, research and practice in the field of teacher
education is consensus on the value of exploring the diversity
of international experiences for understanding the dynamic
process of the development of education systems in different parts
of the world with a particular focus on the role of the teacher and
teacher education.

The theme of the 13t TEPE Network conference, "Quality Teachers
and Quality Teacher Education: Research, Policy and Practice",
encouraged academics, teachers, teacher educators and education
officials to present their research and engage in discerning discussions
about their work, their concerns and their visions for school education,
teachers and teacher education. The theme further opened the debate
related to the elusive concept of quality teachers and quality (in)
teacher education, and also to lifelong opportunities for all teachers
to learn and to grow.

The following five sub-themes were established to explore
the general theme of the conference:

1. Exploring international and European perspectives on quality

in education and teacher education and theirimpact on policy;

2. Reforming teaching and teacher education towards high-quality

education for all;

3. Raising teacher quality: attracting, supporting and preparing

a diverse student teacher population;

4. Strengthening teacher education and the teaching profession:

conditions for quality teaching and learning;

5. Developing cultures of sharing and collaboration as a means

of supporting teachers’ professional learning and development.
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The submitted abstracts were selected by blind review by respected
scholars whose expertise | would like to duly acknowledge. The chapters
are based on high scholarly quality and relevance to the book’s two
volumes and the objectives of the book. The selection process resulted
in invitations for chapters from a range of countries, namely Armenia,
Belgium, Ecuador, France, Germany, Greece, Hungary, Ireland, Italy,
Oman, Poland, Portugal, Russia, Slovakia, Spain, Turkmenistan, Ukraine,
and the United Kingdom. It is worth pointing out that contributions
are also included from countries that have generally been less visible
in the international literature devoted to the issues of teachers and
teacher education (e.g. Oman, Turkmenistan, Armenia, and Ukraine).
The authors of the book, experts in the field, provide us with insights,
perspectives, and policy initiatives as to how the issues of quality
teachers and quality teacher education are being addressed in their
respective countries. The book is targeted at a global readership
and the global community of scholars who share our concerns over
the current conditions of teachers’ work, teacher education, and
teacher education policies, research, and practice.
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Professionalisation through
Internationalisation in Teacher Education

The International Project (IPC) as an Example
for "Internationalization@home"

Professionalisation is a key factor in teacher education and can add
towards educating quality teachers. Internationalisation can foster
this process, especially in today’s increasingly diversified teaching
environment. Being confronted with other education systems, ideas
on pedagogy, educational values and traditions can provoke (future)
teachers to reflect on their own approaches and beliefs and provide
them with a wide range of inspirations on how to handle new and
unexpected changes in their future classrooms. Taking Goodwin's five
knowledge domains — personal, contextual, pedagogical, sociological
and social knowledge — plus an additional sixth domain — innovative
knowledge - as a theoretical framework, this paper analyses how
the internationalisation of teacher education can support the process
of professionalisation. This theoretical analysis is exemplified by using
an "Internationalization@home" project coordinated by Prof. Dr. Klaudia
Schultheis at the Catholic University of Eichstatt-Ingolstadt as a case
study. It highlights how internationalisation can be integrated into
teacher education programs and shows that such an international
project can lead to increased knowledge in the six knowledge domains.

— Keywords:
globalisation
internationalisation
Internationalization@home
professionalisation

teacher education
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Introduction

"Quality Teachers and Quality Teacher Education: Research, Policy
and Practice" was the title of the TEPE conference in 2019. This
provides a good starting point for this paper as it highlights two
important aspects. First, it implicitly suggests that quality teachers are
strongly connected to quality teacher education, and second, it shows
that quality teacher education must be looked at from different
perspectives —informed by research, supported by policies, and applied
in the practices of teacher education and, of course, teaching itself. Still,
the question remains: What does it mean to provide quality teacher
education and to foster quality teachers? This question gains even more
complexity when we look at the changes in our classrooms. Teachers
that were educated 40 years ago, for example, did not have to think
about digitalisation in their teacher training, but they are facing this
challenge today in their everyday work. This means that teachers have
to respond to new developments in society, childhood, technology, and
so forth throughout their whole career. In other words, their education,
or better self-education, never ends. Therefore, providing high-quality
teacher education certainly means educating (future) teachers who are
aware of changes in their environment and who are able to find ways
and solutions to how to respond to them in a professional way.

In this paper, | will argue that the concept of professionalisation
in teacher education can add towards educating quality
teachers. Internationalisation can foster this process, especially
in today's increasingly diversified teaching environment. Being
confronted with other education systems, ideas on pedagogy,
educational values and traditions can provoke (future) teachers
to reflect on their own approaches and beliefs and provide them with
a wide range of inspirations on how to handle new and unexpected
changes in their future classrooms. Thus, the internationalisation
of teacher education can add towards professionalisation. One
good example of how internationalisation can be applied in teacher
education is the International Project (IPC), which will serve as a case
study to highlight how internationalisation and professionalisation can
be brought together.
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Professionalisation and Internationalisation
in Teacher Education

Professionalisation in Teacher Education

When considering professionalisation in teacher education, one first
needs to clarify what a profession is. From a sociological point of view,
an occupation was traditionally (in the 1950s and 1960s) considered
a profession when it aligned with certain criteria. Those criteria most
often included practices that are based on theoretical knowledge,
the certification of those skills by examination, and an influential
professional organisation (Millerson, 1964). As teaching in most
countries did not match all criteria, it was considered a "quasi-" or "semi-
-profession” (Whitty, 2006). With teachers endeavoring to meet the full
catalog of criteria of a profession, the process of professionalisation
started in teacher education. Even if, in later years, sociologists
acknowledged that the list of characteristics for a profession is rather
normative and is not fitting for all professions (ibidem), the term
"professionalisation” still prevails in teacher education.

Today's perception of a profession is moving away from the traditional
definition that emerged in the medical and juridical context and is more
sensitive to different occupational particularities. Whitty suggests that
"a profession is whatever people think it is at any particular time and
that can vary. So the fact that we normally talk about the teaching
profession means that teaching is a profession, even when we cannot
tick off those core characteristics listed earlier" (ibidem, p. 282).

He refers in this respect to Hanlon, who describes his use of the term
as follows: "[W]hen | discuss professionals | am talking about groups such
as doctors, academics, teachers, accountants, lawyers, engineers, civil
servants, etc,, that is those groups commonly thought of as professional
by the lay public, academics, the professionals themselves and so on"
(1998, p. 45). Following the propositions of Whitty and Hanlon, we can
thus define teaching as a profession.

Another feature of a profession that is traditionally brought into
the discussion is autonomy. In this respect, a profession is independent
from the state and economy and bases its actions and decisions on self-
-governance (Whitty, 2006). Typically, members of a profession were
self-employed in the past, but with industrialisation, the majority
of "professionals are directly employed and/or regulated by the state"
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(ibidem, p. 283). Dale (1989) distinguishes two dominant forms
of autonomy for today’'s professionals: first, licensed autonomy, as,
for example, in law, and medicine, and second, regulated autonomy,
as, for example, in teaching. In most countries, teachers are employed
by the state and have to orient their teaching towards a curriculum,
and thus they are regulated by the state. Nevertheless, they do have
a certain degree of freedom within their classrooms. The ILO/UNESCO
support this claim in their recommendation concerning the Status
of Teachers from 1966 by stating: "The teaching profession should
enjoy academic freedom in the discharge of professional duties.
Since teachers are particularly qualified to judge the teaching aids
and methods most suitable for their pupils, they should be given
the essential role in the choice and the adaptation of teaching material,
the selection of textbooks, and the application of teaching methods,
within the framework of approved programmes, and with the assistance
of the educational authorities" (ILO/UNESCO, 2008 [1966], p. 32).

By doing so, they are in line with Whitty and Hanlon in acknowledging
teaching as a profession. The recommendation also makes it clear that
teachers do have regulated autonomy as they should seek the assistance
of educational authorities and work within approved programmes. Thus,
their decisions are not entirely based on their professional judgment
but are also defined by an authority.

In the literature, several terms are used to describe the sphere
of professionalisation. As already outlined, there are the concepts of
"professional”, "semi-professiona" and "quasi-professional”. Next to this,
based on the work of Eric Hoyle, some authors distinguish between
professionalism and professionality. According to Holyle (1974),
professionalism is a rather political concept as it refers to the strategies,
actions, and rhetoric of professionals that are targeted to improve
the situation and/or status of their profession. Professionality,
on the other hand, is an expression for the skills, knowledge and
procedures that are used by a professional to fulfill their "professional
duties", to use the words of the ILO/UNESCO recommendation
concerning the Status of Teachers. Even if the political and policy spheres
highly impact on teacher education and teaching, the latter is more
relevant to this paper. In this respect, professionalisation in this context
does not refer to the political dimension of professionalism that secures
teachers’ status as professionals. Rather, it relates to the meaning
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of professionality — the process of becoming a professional during
one's teacher education and its continuation during their entire career.

The underlying idea is thus a pedagogical conception instead
of a political discussion. Pedagogy in this context can be understood
as "the observable act of teaching together with its attendant discourse
of educational theories, values, evidence and justifications. It is what
one needs to know, and the skills one needs to command, in order
to make and justify the many different kinds of decisions of which
teaching is constituted" (Alexander, 2009, p. 928).

Putting this pedagogical view in the centre of the discussion, teacher
educators and teachers themselves can be described "as responsible
for advancing the capacities and potentialities of the next generation.
This is a very large responsibility, and it is the essence of academic
duty" (Kennedy, cited in: Fitzmaurice, 2008, p. 347). This aspect has
a double meaning for teacher educators as it hands them the duty
to act accordingly as well as to educate their students with regard
to this responsibility. In other words, it is another value inherent
in the profession of teacher educators alongside that of teaching
content to their students.

In order to enable students to act pedagogically and professionally,
many teaching standards have picked up the idea of professionalisation.
The Interstate New Teachers Assessment and Support Consortium
(INTASC) Standards are one of the most commonly known sets
of standards, and they are also reflected in the standards of other
countries than the USA. The Professionsstandards of the Paddagogische
Hochschule Schwyz are an example of their adaption in another context.
Concerning professionalisation, they include the following points:

Standard #9:

Professional Learning and Ethical Practice
The teacher engages in ongoing professional learning and uses
evidence to continually evaluate his/her practice, particularly
the effects of his/her choices and actions on others (learners,
families, other professionals, and the community), and adapts
practice to meet the needs of each learner. [CCSSO, 2013, p. 41]

Professional Standard #9:

Reflects on Own Experiences (Professionality)

The teacher continuously reflects on the effects of his/her own
decisions and activities on others (students, parents and other
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teachers) and approaches further education in a professional
manner, which means actively and responsibly. [Padagogische
Hochschule Schwyz, 2017, p. 44, transl. by the author]

Summarising the key points of these standards, being or acting
as a professional involves a process of life-long learning, self-evaluation
and critical self-reflection, being adaptive to diverse cohorts of learners,
and pursuing further education in accordance with emerging needs.
The previously mentioned aspect of autonomy comes into play
in these excerpts as well. Both standards assume a proactive approach
of the teacher towards professionalisation and, thus, autonomous
behaviour. Still, the question "What does it mean for teacher educators
to foster such professionality in teacher education and beyond?"
remains.

New Challenges for Teacher Education, Teaching and Learning

This question is not new to teacher educators but becomes even
more complex in a globalised world that is constantly changing.
Goodwin (2010) describes six aspects that are changing our societies
in the global age:

1. Human mobility on a global scale that is multidirectional,
transiently permanent (meaning long periods abroad without
the intention/opportunity/possibility to permanently relocate),
culturally inclusive, and life-embedded;

2. Transnational employment in all sectors ranging from highly-
-skilled to minimally-skilled workers;

3. The forced migration of people triggered by war, natural
disasters, economic needs and so forth;

4. An even wider gap between the rich and the poor, generated
by massive income growth in some sectors;

5. Global competition between nations for resources such as oil;

6. Technological advancements, especially in the area
of communication.

All of these have an impact on schools, teaching and learning.
Increased mobility leads to diversified and multicultural societies that
are also represented in classrooms around the globe. Today's teachers
might have childrenin their classrooms who come from different cultural
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backgrounds and social classes and speak different languages. They
might have to deal with traumatised children who have experienced
war, natural disasters, or great poverty. Some of their students might
have "nomadic" histories of constant moves between countries due
to their parents’ work, while others might have never left their own small
community due to a lack of financial resources and/or opportunities.
This diverse studentship needs to be addressed in an individualised way
in order to give children the best chance to profit from their education.

Increased global competition and global developments can lead
towards increased fears in children, and this needs to be addressed.
Burnham points out that "the causes of contemporary fears of youth
vary; however, many fears have emerged across time because
of children’s and adolescents’ exposure to situations on a frequent
basis" (2009, p. 87). Such situations can be rooted in global events,
such as, for example, pandemic outbreaks or natural disasters,
television and media exposure, especially mass media, and societal
changes. As new political and societal changes as well as global
problems such as climate change and social inequality emerge
or amplify, children develop new fears, assumptions and ideas about
the world around them, and it is the teacher’s responsibility to respond
to them sensitively.

As already mentioned, (social) media play a crucial role in this respect,
as while modern communication technologies lead towards new
problems such as cyberbullying (Li, 2007), they also provide chances
such as enhanced communication between different cultures and
countries without any time delays or spatial hurdles (Goodwin, 2010).
This can support children who have moved between countries and can
serve as a valuable resource for teaching in an intercultural context.
It also means that students are exposed to news and developments
far away from their homes, and this requires them to deal with global
challenges and developments. In other words, they are not only part
of their local community but inhabit a global space. With respect
to professionalisation, teachers need to take all these developments
into account when planning, conducting and evaluating their own
teaching. This means that teachers need to be aware of societal,
political, and technological changes on an individual, local, and global
scale to adapt their own practices.
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As teacher educators cannot predict what societal, political
or technological changes will happen in the future, it is an impossible
task to prepare prospective teachers for all possible situations
or types of students they might encounter in their classrooms.
Thus, the question is: What knowledge, skills, competences and
attitudes do teachers need to help their prospective pupils to "learn
about the world, from the world, and with the world" (Devlin-Foltz,
2010, p. 113) and to become global citizens (Mahon, 2010)? Like our
children, do our future teachers need "the knowledge, skills, and values
that many now describe as "global competence" to be responsible
citizens of the world and their own multicultural communities, and
to be effective participants in the global marketplace" (Devlin-Foltz,
2010, p. 113)?

In order to prepare prospective teachers for a globalised world
with an unknown future, Goodwin (2010, p. 22) suggests five
knowledge domains:

1. Personal knowledge: autobiography and philosophy of teaching;

2. Contextual knowledge: understanding children, schools, and

society;

3. Pedagogical knowledge: content, theories, and methods

of teaching, and curriculum development;

4. Sociological knowledge: diversity, cultural relevance, and social

justice; and

5. Social knowledge: co-operative, democratic group process, and

conflict resolution.

Even if Goodwin's work is based on her and her colleagues’ own
experiences and research in the US context, the mentioned knowledge
domains are widely acknowledged in the academic community (see
Ochoa, 2010; Budak, Cakmak & Glindiiz, 2015; Pachler & Redondo, 2015).
Thus, they seem to be a good starting point to respond to challenges
brought through globalisation on different levels to teaching and
learning. The strengthening of one's own abilities in these domains
is based on thorough (self-)reflection and the will for self-development,
but they "do not take place in a vacuum" (Kissock & Richardson, 2010,
p. 92). In other words, they need a context to be developed in; they
are based on past and present experiences, and these experiences
need to be adapted to the needs of the next generations of pupils
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(Steiner, 1996). Internationalisation could provide a promising context
for advancing necessary skills and knowledge by enabling students
to reflect on their own experiences with teaching, being taught, their
social and cultural background, and their biases and prejudices about
the world.

Moreover, it could support an additional sixth knowledge domain
that is necessary to implement the acquired knowledge. This sixth
domain, with which | want to complement Goodwin’s ideas, is a meta-
-knowledge domain. It is an attitude, mindset or stance rather than
a concrete kind of knowledge that can be acquired through traditional
teaching methods. Nevertheless, it involves knowledge about how
toimplement change and how to adapt to new situations in a creative
way. Thus, | call this knowledge domain "innovative knowledge". Its
nature as a meta-domain derives from the idea that knowledge is not
enough to implement change; a certain attitude and motivation are also
needed, and it is exactly this combination of knowledge with a fitting
attitude that is part of what | call innovative knowledge. Three mindsets
are of importance in this knowledge domain: (1) open-mindedness,
(2) flexibility, and (3) curiosity.

1.  Open-mindedness is an important attitude as it allows (future)
teachers to get intensively involved with their students’
situations, beliefs, assumptions, behaviour, needs, desires,
and so forth — or, in short, with their personality and context.
Adopting an open-minded approach towards students, parents
and colleagues can also offer plenty of learning opportunities
for teachers as they might be confronted with new/alternative
ways of thinking about the world due to different cultures, life
histories and experiences. Thus, it provides a fertile ground for
self-development and continuous professionalisation.

2. Flexibility is necessary on a general as well as on a situational
level. On a general level, teachers need to be flexible to respond
to changes in the education system as well as to their current
environment. They need to prevent themselves from blindly
following set routines, principles and policies. By being flexible
in adopting policies and their own routines, teachers can take
the students’ personalities and contexts into account when
planning educational situations. On a day-to-day basis, teachers
also need the ability to react flexibly to all kinds of educational
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and organisational situations in the classroom and school; thus,
flexibility is needed on a situational level.

3. Finally, there is the aspect of curiosity to consider. Only by being
curious about the world we live in are teachers able to detect
small changes in themselves, their students, their schools, and
the local, regional and global environments. This is the first
step for reflecting on their possible influence on teaching
and learning. By being curious, teachers can also adopt
an open-minded approach towards developments in education
in different systems, countries, and situations. This can then
serve as an inspiration for how the detected changes can
be responded to in the educational process.

It becomes clear that open-mindedness, flexibility and curiosity are
not three separate concepts but complement and overlap each other.
In combination, they can support (prospective) teachers in dealing with
an unknown future for the benefit of their students and thus form
an essential part of modern professionalisation.

Is Internationalisation the Answer?

In the previous section, | suggested that internationalising teacher
education can support the process of professionalisation in a global
context. Before moving on to elaborate further on the possible
chances that internationalisation can have for teacher education,
| want to clarify what internationalisation in teacher education can
mean. In the literature, there is often no clear differentiation between
the concepts of globalisation, internationalisation, multiculturalism,
or cross-culturalism (Buczynski et al., 2010).

Jane Knight makes the interconnectedness of globalisation and
internationalisation clear when stating that "[ijnternationalisation
is changing the world of education and globalisation is changing the world
of internationalisation" (2003, p. 3). Through this lens, globalisation
can be viewed as a global development and internationalisation
as a strategic response of different systems to globalisation. Education
is then influenced by policy and practical decisions taken as part
of internationalisation strategies in the educational arena. The direction
of this influence is not one-sided; an interaction between all three
exists. Changes in the education system can, for example, influence
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internationalisation strategies and have an effect on processes
of globalisation.

Multicultural and global education (sometimes called cross-
-cultural education) refer to educational ideas and aims. Both
overlap, as Wilson (1993) suggests that multicultural education can
support the development of a global perspective. Davenport (2000)
distinguishes both by emphasising that multiculturalism is based
on alocal and intra-national context, whereas global education focuses
on an international perspective.

In summary, globalisation is a global development without a clear
target or stakeholder, whereas internationalisation is a strategic response
to globalisation. In this context, multicultural and global education
can be viewed as curriculum elements that respond to challenges and
the chances brought by globalisation to education, even if these ideas
developed separately from the globalisation of education research
approach (Dolby & Rahman, 2008). As such, they are part of a wider
internationalisation strategy. Internationalisation in teacher education
can thus be seen as a strategic element for preparing (prospective)
teachers for integrating a global dimension into a globalised classroom.
Therefore, internationalisation forms an important part of developing
professionality further.

How much internationalisation can add towards professionality
in teacher education will be highlighted by using Goodwin's (2010)
previously outlined knowledge domains as well as the "innovative
knowledge" domain, as they are a valuable foundation for contemporary
professionalisation in teacher education.

Goodwin'’s first knowledge domain, personal knowledge, is based
on the assumption that all teachers bring their own beliefs, experiences
and expectations deriving from their own schooling into teacher
education programs and the profession. These personal ideas need
to be reflected on in order to align them with theories and state-of-
-the-art knowledge on pedagogy, teaching and learning. Or, to use
Goodwin's own words, "teacher preparation is a transition between
what one has been in the past and will be in the future" (2010, p. 23).
The internationalisation of teacher education can add towards this
repositioning process by providing culturally diverse ideas, beliefs and
expectations on education. By confronting students with different
philosophies of education, pedagogical approaches and theories



Professionalisation through Internationalisation in Teacher Education... 29

on teaching and learning, a broader context arises in which personal
experiences can be put into perspective. It becomes quite clear
to the student that their own experiences are just some of many
others, and this can challenge them to engage critically with their
individual experiences during their schooling and studies in the light
of diverse theories.

Contextual knowledge, the second knowledge domain, is a response
to the problem that teacher educators cannot prepare future teachers
for all possible situations. Goodwin suggests that by equipping
prospective teachers with contextual knowledge, they are able to react
to new and unforeseen changes and challenges in their classrooms and
the surrounding communities. This type of knowledge becomes even
more important in a globalised world as children move between different
spheres and cultures, not least due to developments in communication
technologies. Contextual knowledge is also important as an analytical
tool for teachers as it "propels teachers beyond subject or instructional
strategy to examine learners’' needs as nested within multiple socio-
-cultural-economic-political locations" (Goodwin, 2010, p. 24). Goodwin
also suggests that the internationalisation of teacher education can
add towards gaining applied and in-depth contextual knowledge
about the global and the local environment. Referring to Cushner
(2007), Merryfield (1995) and Roberts (2007), she points out that
"[tlechnology, international exchanges, and studying abroad all hold
promise — and have evidenced success — as avenues towards greater
intercultural knowledge and internationalisation" (Goodwin, 2010,
p.24).In an increasingly intercultural classroom, this kind of knowledge
is an essential part of professionalisation.

The third knowledge domain, pedagogical knowledge, is the basis
for high-quality teaching. Goodwin (2010) sees pedagogical knowledge
as a key driver for transformation in education, including the education
system, educational structures, teacher preparation, and assessment.
In order to become an active partner in reform processes, teachers
need to become pedagogical authorities. To do justice to all children,
they need to be able to include not only the formal curriculum set
by authorities but also the "informal, cultural, or personal curricula
that children embody - the curriculum of home, the curriculum
of community/ies, the curriculum of lived experiences" in their teaching
as well as "to critically assess and adapt assigned materials or, possibly,
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create new materials arising from students’ unique contextual,
academic, and personal needs" (ibidem, p. 25). International experiences
can foster an understanding of different pedagogical traditions beyond
one's own educational system, structure, values and traditions. As such,
it can offer a variety of frameworks to rethink teachers' own educational
systems, structures and practices and, thus, provides a fertile ground
for transforming education and responding to the individual needs
of children.

Sociological knowledge, the fourth knowledge domain, is concerned
with a rather general transformation in societies worldwide that is due
to diversification processes. Diversification is not new, but "globalisation
has brought the world's diversity into high definition — diversity is no
longer "out there" but right here" (ibidem, p. 26). For the teaching
profession, this means that "none of us can ignore any longer the too
many children who do not receive what they deserve, including a quality
and caring education to help them develop into informed, thinking,
moral, and empowered citizens" (ibidem, p. 26). Sociological knowledge
is thus in line with the humanistic educational ideal. The role of teacher
education is to challenge future teachers to overcome their own
prejudices about children and the world. Or, to use Goodwin's words,
"[t]leacher preparation will need to become uncomfortable, a space
for interrupting low expectations, deficit thinking, racism, classism,
xenophobia, and all other kinds of isms, if our intention is to develop
teachers who can uphold the rights of children and are equipped
to interrupt schooling practices that are discriminatory and harmful”
(ibidem, p. 26). International experiences are a meaningful tool
to challenge students in this respect as they can provide a context
in which students are exposed to being "the other" or "the outsider".
They can apprehend how it feels to be "the stranger”, to not understand
the language completely, and to be unable to express their own ideas
and feelings clearly. By empathising with such situations, future
teachers can better understand the challenges of some children
in their classroom and thus react accordingly in a professional manner
(Merryfield, 2010).

The fifth and last of Goodwin's knowledge domains is social
knowledge. This domain refers to democratic and co-operative skills.
Following up on the idea of teachers as drivers of change in education,
these skills are important to enable teachers as professionals
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to make joint decisions about pedagogy and the curriculum and
to create classrooms in which students can learn these skills to act
as global citizens in their later lives. Internationalisation can contribute
to the development of these skills as a field of practice for students.
Engaging with an international community requires them to co-
-operate with people from different socio-cultural-economic-political
backgrounds and thus trains these skills in a highly complex but safe
learning environment. In addition to the aspects outlined by Goodwin,
social knowledge is of course important for work with all kinds
of stakeholders in the educational process, such as parents, children,
other professionals like psychologists or social workers, and colleagues
and members of public institutions.

Innovative knowledge, the domain that | added to Goodwin's
list and outlined in the previous section, can be enriched
by the internationalisation of teacher education. As innovative
knowledge is a mindset rather than concrete knowledge, future
students already need a certain degree of open-mindedness, flexibility
and curiosity to be motivated to participate in international experiences.
Nevertheless, a stimulating international experience can foster
those attitudes by providing a varied and inspiring atmosphere with
challenging and new ideas, philosophies and practices of education.
In other words, internationalisation has the potential to amplify those
mindsets in teacher education by providing a view beyond the horizon.
Innovation in the educational process can also be fueled by increasing
the range of knowledge in the other five knowledge domains and thus
can lead towards a bigger repertoire for future practices, thoughts and
critical reflections.

Overall, internationalisation in teacher education can provide "food
for thought" and support the acquisition of knowledge belonging
to the six knowledge domains. In doing so, internationalisation can
contribute to professionalisation in teacher education. An obvious
question now is: How can internationalisation be integrated into
teacher education programs?

What Internationalisation Can Mean and Look Like

in Teacher Education

Despite the potential benefits of internationalisation in teacher
education, there is still no common approach on how to integrate it into
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teacher education programs. As the study by Buczynski et al. (2010)
shows, it is rather difficult to find an agreement on what this should
look like, even when a democratic approach to policymaking is adopted.
In the following, | want to use two dimensions to describe existing
implementation strategies of internationalising teacher education.

The first dimension is concerned with the content of the
internationalisation strategy, whether practical or academic. This
is important to distinguish as teacher education is not only an academic
discipline but includes practical training in the classroom; thus, in their
international experience, students might focus either on academic
endeavors or internships at school.

The second dimension is concerned with the place
of internationalisation, whether abroad or at home. With big numbers
of participants in teacher education programmes and a lack of funding,
it is impossible to send all students abroad; thus, an international
experience cannot be limited to studying/working abroad but should
also be included in teacher education programmes at home to make
it available for all future teachers. The first one is focused on study
or work abroad, and the latter includes, for example, curriculum
development; the co-operation of two or more universities in online
formats; internships at international schools at home; and visiting
lecturers, students and/or experts from abroad. The borders of these
dimensions are fluid as they are a continuum rather than strict
categories, but they can help to analyze the benefits and drawbacks
of internationalisation in a systematic way.

A high degree of practical experience in the form of internships
without them necessarily having an academic underpinning can foster,
for example, one's own experiences with diverse educational situations.
Thus, it has a high potential to contribute strongly to the personal
knowledge domain by engaging with other educational practices. This
is a good starting point for questioning and reflecting on one's own
experiences. Pedagogical knowledge might, on the other hand, not
be as present as in well-planned academic programmes.

Study/work experiences abroad can provide a high-level learning
experience in the area of innovative knowledge as students need
to be flexible in adapting to a new situation and need to be open-
-minded to get in touch with the other cultural and social environment.
Having diverse chances for direct observation might increase the level
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of curiosity about the other country. Thus, it might also add towards
contextual knowledge in a particular case. Sociological knowledge
is also a key dimension that can be fostered in an experience abroad
because students in this situation do become "the other" in their new
environment. Having an international experience in the form of an active
online course, on the other hand, can have the potential to foster social
knowledge as co-operation in this environment includes the additional
challenge of not meeting people face-to-face. Contextual knowledge
about diverse countries and cultures can be effectively brought into
teacher education programmes with internationalisation strategies
at home.

Regardless of the kind of internationalisation strategy, it is of utmost
importance to include a critically reflective approach (Hollins, 1996).
Otherwise, international experiences might be at risk of reinforcing
students’ prejudices instead of expanding their repertoire and
questioning their own past, present and future experiences.

As it would go beyond the scope of this paper, | will not examine
each internationalisation strategy but instead concentrate on one
particular internationalisation project — the International Project (IPC).
This project can be located within the "Internationalization@home”
strategies in terms of its implementation and focuses on academic
content rather than on practical experiences.

IPC: An Example of "Internationalization@home"

The International Project (IPC)

IPCis an online course concept that focuses on providing an international
experience at home for students. As such, it is an offer for students
interested in engaging with an international community of fellow
students and teacher educators that does not require any financial
resources from the student’s side. Due to the nature of an online course,
students are free to decide when and where to participate. In other
words, there are no conflicts between IPC, academics, family or other
private obligations as long as the students are prepared to invest
a couple of hours each week. How they distribute their time is fully
up to the student’s decisions. That means that from an organisational
point of view, IPC is an easy and convenient way for students to engage
ininternational activities and exchange ideas with international partners.
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The original concept for the course was developed by Prof. Dr. Jean-
-Pol Martin at the Catholic University of Eichstatt-Ingolstadt and was
adapted for teacher education by Prof. Dr. Klaudia Schultheis in 2008.
Since then, the course has been regularly implemented by various
partners from now four different continents. There are different formats
of the course that vary with respect to the complexity of the content
and the intensity of the international work!. In this paper, | will focus
on IPC Basic as this course has been offered on a regular basis since
2008 and has the biggest number of participating universities. In 2018,
the participating universities were: Catholic University of Eichstatt-
Ingolstadt, Germany (coordinating university); University St. Kliment
Ohridski, Bulgaria; Junshi University Nagasaki, Japan; "La Immaculada”
Escuela Universitaria Diocesana de Magisterio, Universidad de Granada,
Spain; Yamaguchi University, Japan; Karlstad University, Sweden; and
Australian Catholic University, Australia.

The IPC concept is based on an online course offered on the
PowerSchool Learning platform. The course is also complemented
by face-to-face introductory and final presentation sessions
in each participating university. Thus, students will meet their local
supervisors and fellow students twice during the course. In the online
phase, students from the participating universities work under
the supervision of their international teacher educators on small
projects using the online platform and other digital or social media
that they deem necessary. For group work, the bigger group is divided
into smaller international teams to ensure that an in-depth knowledge
exchange is possible. The students’ distribution into smaller groups
takes place randomly with the aim to include at least one to two
students from each country. Each small group is supervised by one
teacher educator coming from the participating universities. Despite
their allocation to certain groups, all supervisors are available
to students in case they have a particular question, concern or interest
in one of the countries. As such, students and teacher educators have
the chance to co-operate in an international team and to develop
intercultural competencies and knowledge about teaching and
teacher education in other countries.

For more information on the different formats, see www.internationalproject-ipc.com/en/
didactical-formats-and-variations-of-the-ipc.
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Most topics that students can choose from are based on a literature
review, but it is also possible for students to decide to conduct a small
qualitative research study. During the course, students discuss and
translate the readings provided in their local language with their fellow
group mates. This has the benefit that students can share academic
content that comes from different educational cultures and would
otherwise not be accessible to them due to language issues.

In the IPC class, the following learning objectives are addressed:
(1) global competences, including global awareness, cultural
understanding, international experience, intercultural competence,
working in multinational teams, and comparisons of education
systems, policies, research and publications; (2) expertise, including
on curriculum-relevant topics, comparison of perspectives, critical
thinking, and developing one's own reflected-on standpoint; (3) project
skills, including autonomous project planning and performances,
training of communication and collaboration skills, and the presentation
of results; (4) internet skills, including online communication tools
and internet platforms for educational purposes, such as discussion
forums, video conference, social media and so on; and (5) language
skills, as English is the common language of instruction and
communication (IPC, 2020). Comparing the learning objectives of IPC
with the knowledge domains, it becomes clear that all of them are
covered to a certain degree. The extent to which they are experienced
and perceived by the students participating in IPC will be discussed
in the following section.

Data Collection and Analysis

The data used to show how far IPC can contribute to the six knowledge
domains derives from an anonymous online evaluation questionnaire,
conducted with the IPC class of 2018. Of concern for this paper are
the answers to the following open questions: (1) What did you like
in the IPC class? and (2) What did you dislike in the IPC class? These
questions were used as they reflect the individual thoughts of students
without focusing on their learning outcomes. Thus, the answers capture
what students deemed to be most important in this international
experience and show where an increase in knowledge was most
valuable to the students.
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The questionnaire was available to all participants after the IPC class
had ended. The response rate was 55.42%. Out of the 46 students
who participated in the survey, 29 students answered question one,
and 27 students answered question two.

The data was analysed using a thematic analysis, following Braun
and Clark (2006). The aim of the data analysis was to depict the main
benefits and challenges that students had within the IPC course.
As already mentioned, these aspects can also be used to see the extent
to which students incorporated the content and learning objectives
in their feedback about the course. It can thus provide implicit hints
on what kind of knowledge domains they deemed to be most important
within their individual learning experience during the online course.

Benefits and Drawbacks of IPC for the Knowledge Domains

The things that students liked most in the IPC class were connected
to (1) the format of the course, (2) the opportunity to work with
people from other countries and to share ideas and knowledge with
them, (3) the skills and knowledge acquired, and (4) communication
and group work. Of importance for receiving an insight into how far
the international experience increased knowledge in the six domains
are themes two, three and four.

Theme two, the opportunity to work with people from other
countries, includes aspects such as "learning about other countries"
and "discussing problems of other countries” — this gives us a hint that
gaining contextual knowledge was an important aspect for students.
Students also claim that they learnt about "other points of view" and
"shared a lot of different opinions and information”. This could mean
that they reflected on their own education and thus increased their
personal knowledge. Discussing different opinions and information can
be seen as a step towards acquiring in-depth and diverse pedagogical
and sociological knowledge.

Theme three, acquired skills and knowledge, covers statements such
as "it is a way to learn English and to catch up with other methods
of education”, "getting to know other people and other teaching
methods" and "the fact that | learnt new things and met new people”.
It becomes obvious that students increased their repertoire about
teaching methods; thus, IPC adds towards the pedagogical knowledge
domain. Meeting new people from other countries and exchanging
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ideas with them is a recurring theme within the collected data.
Students see this as an added value, and it can be assumed that this
might add towards several knowledge domains, especially the sixth
domain of innovative knowledge. Being curious and open-minded about
other countries and engaging with "strangers" from other backgrounds
is an important aspect of it.

The fourth theme, communication and group work, is closely
linked to social knowledge and language skills. The raised aspects
were, for example, "teamwork, fluid communication and helpful
peers", "the international communication”, "the teamwork with other
countries" and "seeing how other countries and students worked
on group presentations and projects". Co-operation and seeing different
problem-solving approaches might have added towards the contextual
knowledge domain, too.

The students of this IPC class struggled most with (1) communication
and group work, (2) content and course execution, (3) the medium
of instruction and the online platform, (4) English language problems,
and (5) time management. Although point two is mainly concerned
with technical problems and point five with project management skills,
the other three are of significance for this paper.

Communication and group work have already been pointed
out as positive aspects in the IPC class, but as group work is highly
dependent on the individual group, some of the students struggled
quite a lot with it. In other words, social knowledge and support in this
domain could be included more intensively in this course format.

Concerning the content and execution, one student complained
that not enough content was covered in the course. Another
student wrote: "we never really talked about our own countries and
the differences of being a teacher in this or that country. The traits
of good teachers have been in every country more or less the same”.
This quote shows that contextual knowledge is important from
the perspective of students, but it also highlights that there are a lot
of similarities within the participating countries that students were
not aware of at the beginning of the course. Innovative knowledge
can be interpreted in this theme as well, as students did not feel that
they covered enough content to satisfy their curiosity about other
countries and other education systems. Despite this, it shows that
students were not curious enough to use the open space to start
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communicating freely about these issues. This might be connected
to a lack of social knowledge. Other students within this theme just
did not like some of the tasks or were not satisfied with the course
structure and set-up.

Problems with English as the language of communication hint
at the idea that students learnt how it feels to be an "outsider" and
unable to communicate in the desired way with the group. Even if it was
an unpleasant experience for the students, it could add towards
a learning process within the sociological knowledge domain.

Conclusion

Although the data presented in this paper has a range of limitations
such as the small sample size, taking only one cohort of students into
account, and a missing direct link between the considered questions
and the six knowledge domains, it still shows that an academic
internationalisation project at home has great potential to deepen
knowledge in the six knowledge domains. This is even true for the cases
where the experience is not entirely positive as, at some points,
teacher education needs to become an uncomfortable space in order
to challenge students on their views on the world and on education
(Goodwin, 2010). The potential of the IPC for professionalisation
in teacher education, including deeper understanding within
the six knowledge domains, becomes quite clear when looking at some
of the closing words of the students:

It was very constructive and interesting. We got knowledge, abilities
to share information with people from different countries, and we
learnt how education was in other countries. It was definitely

a very good experience.

| found it interesting to learn something from students from different
countries and about the different school systems.

It was exciting working with unknown people, | haven’t done
anything like IPC in my life.

In the broader context of professionalisation in teacher education,
this means that internationalisation can be a valuable part of the teacher
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education curriculum. It can add towards professionality, especially
in today’s increasingly diversified classrooms and given the uncertainty
of the future. Nevertheless, more systematic research is needed
to evaluate the concrete potential of international experiences in teacher
education. Currently, most research studies show how different local
projects have impacted students’ professional development, but there
is still a lack of a systematic overview in terms of considering the format
of the internationalisation strategy.
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How do Teachers Benefit
from Mobility Experience?

Implications for Initial Teacher Education

This paper discusses the outcomes of research carried out between
2016-2018 at Polish schools that send their teachers overseas
for training. The overall objective of the research was to determine
whether this kind of international experience might contribute only
to one’s own career development or to a wider impact on the entire
teaching staff of those schools. The research was conducted with
the use of mixed methods and covered a wide spectrum of competences,
including language and ICT proficiency, knowledge of new teaching
methods as well as communication, teamwork and leadership skills.
The study revealed that individual experience gained abroad may
also contribute to the professional development of other teachers
in the sending school. Such an impact, however, requires a variety
of other factors, including the support of management and the positive
attitude of the entire school community. The research outcomes
suggest that similar measures might also be worth undertaking
to support teacher candidates in their initial professional preparation.
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teaching skills
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quality of teaching
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Introduction

When focusing on what international experience brings to European
schools, it is worth investigating its impact on teachers. In recent
years, the teaching staff of many European education institutions
has actively taken advantage of training abroad, aiming to acquire
new knowledge and professional skills. In 2014, the European
Union acknowledged the importance of international experience
in educators' acquisition of new professional knowledge and
practical skills by launching the Erasmus+ programme (EC, 2013),
which offered international training opportunities to teachers across
Europe. Since this kind of training has gained more popularity,
it is of paramount importance to assess its long-term impact not only
on the educational and career paths of individual teachers but also
on the overall development of sending schools. Facing social changes
and economic transformation, Poland can serve as an illustrative case
study to investigate the longitudinal impact of mobility on increasing
schools’ international dimension. With little opportunity to send their
education staff abroad based on their own capacities, Polish schools
are eager to take advantage of the EU's financial support for staff
mobilities (Kolanowska, 2018).

In this paper, | discuss the outcomes of research activities carried
out in Polish schools that send their teachers overseas for training.
This study was focused on the longitudinal impact of mobility,
and data was collected with the use of mixed methods after
the mobility’'s completion. The study was conducted in two stages.
The first stage was an online survey with teachers and interview with
school community members. Then the individual and group interviews
were implemented with randomly selected teachers and school heads.
In 2018, the same schools took part in the second stage. This was
an occasion to verify the extent to which the previously achieved
results turned out to be sustainable. The same methods were employed,
aiming to harvest feedback from the same individuals. The research
aims were focused on various competences, including language skills
and computer literacy, knowledge of new teaching methods as well
as communication, teamwork, leadership and soft skills. In addition, this
paper aims at determining whether this form of training contributes
only to one's own career development or to a wider impact on the entire
teaching teams of the sending schools.
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— Impact on Teaching Skills

The most commonly reported benefit of mobility experiences was
the enhancement of teachers’ language skills (over 90% of positive
claims among the survey respondents). It was often raised that
the significant improvement of teachers’ foreign language skills
(which was, primarily, English) also contributed to the overcoming
of language barriers, gaining self-confidence in dealing with foreign
partners, and encouraging other teachers and students to focus more
on the language learning. The qualitative methods brought more
data on changes in the perception of language learning that turned
out to facilitate the teaching processes. The teachers claimed that
having a strong command of the English language gives access to new
teaching methods and new teaching materials. According to teachers,
the significant changes in curricula and new education methods
mostly concerned the introduction of elements of the CLIL method
in teaching non-language subjects. Such a change also results from
an understanding of the functionality of language (and its primacy over
hyper-correctness in communication with foreigners).

Figure 1. Mobility impact on individual skills (summary of both survey stages),
N,,.=350,N, =156

2016 2018

Understanding other cultures

Knowledge and understanding
of the education systems
in other countries

New ICT skills for teaching

Pupils' challenging behaviour
problem-solving skills
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to change the
teaching style

Teaching strategies for students

Openness to changes with diverse learning needs

and innovations

Competence of working

in an intercultural environment New teaching skills and methods

Foreign language skills

— 2016 2018
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Secondly, many examples of newly acquired teaching methods and
tools also stemmed from ICT skills. The teachers often recognised
the idea of applying ICT as crucial, especially during the implementation
of curricula for higher grades in primary and lower secondary schools.
The necessity to acquire new knowledge related to operating and using
modern equipment and software also stemmed from general changes
in the perception and use of modern technologies by new pupils coming
to school. Thanks to the project, many participants eventually learnt
how to use those tools. Furthermore, new skills allowed teachers
to improve their performance of tasks other than teaching (e.g. keeping

records, assessment and collection of teaching materials).

Table 1. Teachers' perceptions of the role of individual impact on their further work
(summary of semantic unit analysis from both initial and follow-up study phases)

INITIAL PHASE (2016)

FOLLOW-UP PHASE (2018)

IMPROVED
COMMAND
OF FOREIGN
LANGUAGES

"It turned out that our language
teachers, after completing school
here in Poland, have never been abroad".

"As it was said: 'One can do better
without a passport than without
knowledge of the foreign language'...
So, our teachers motivate each other,
and some of them decided to attend
language courses".

"Our teachers pay more attention to the
grammar and not to communication.
Those pupils have no such complex.
They speak ungrammatically but they
use foreign languages, and that is due
to the fact that they have opportunities
to hold such conversations".

"In my school, some teachers decided
to continue the learning of English as
well. And some of them have already
passed their language exams to confirm
their new skills".

"That is a great experience for a teacher

who is not an English language specialist.

This is very helpful in relation to your
skills, but also in overcoming your fear".

"We had two teachers from Portugal
visiting our school as they were willing
to work with us, in terms of the
exchange of students and good
practices. We picked some classes

at random to show them what the
classes look like in our school and we
suddenly entered the chemistry lesson.
The teacher started to chat with them
although she was neither prepared nor
even warned about their visit. If such

a thing happened a few years ago,

it would have caused only shock

and awe from her side".
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THE USE "My knowledge was low and now "We create virtual classes and download
OFICTSKILLS | it has improved. | was afraid to touch learning apps. We use simple things
something | was supposed to, ruining that are obvious to us today. [...]
the thing as a result, and the equipment | The innovations of that time have
was expensive... Thanks to the project become quite usual".
I am no longer afraid of looking for
and applying new solutions".
"My colleague is not a big fan "It is 2018 now, | just realised that when
of computers and modern technologies. | | thought about what has changed over
After the course she allows her pupils the past four years in our school.
to use these devices during classes. We have four interactive boards in eight
From the viewpoint of her pupils, classrooms, which is an outstanding
this is a total change". result in a village school. In each class,
there is a notebook [...]. | did not
know that our goals from 2014 would
be fulfilled in the next four years".
CHANGES "This is really about a change "Perhaps such a model of a modern
INMENTALITY | in mentality ... paying no attention teacher will come when the generation

to grades as it is not the grades
that shape people in the future".

that is afraid of a foreign language and
international contacts will leave.

This old generation is very introverted,
brought up behind the iron curtain”.

"We are learning how to be tolerant

and curious. Because we learn one thing
and then we want to learn another

one. We are bitten by the curiosity

bug; in other words, with outgoing
mobilities we broaden our horizons".

"This older staff would prefer to have

an English-speaking teacher to support
them. But the younger generation enters
this field very bravely, with no language
barrier. They are already experienced

in using the English-language Internet
and they are not limited by any
technological barrier. [...] | dream

of the day when we will finally

overcome such resistance..."

"In Poland we focus on grades.

It came as a big shock to us in England
when the teacher tested knowledge
of times tables. Nobody was cheating.
The teacher was reading out

the calculations and the correct
answers. The kids marked a plus

or a minus on their sheets".

"Now, when our staff had professionally
grown abroad, they started to share their
stories during classes. So, pupils do not
perceive them as those 'beaks with
chalks’ closed in the school walls,

but as people with their own ambitions
and broad horizons".

Lastly, the study also revealed that teachers' international learning
experiences contributed to changes in individual professional attitudes,
particularly where international experience gained led to greater
openness in the school to learn more about other cultures and
their contexts of education. During the first research phase, it was
often declared that the opportunity to experience entirely different
approaches to teaching, in different cultural and systemic contexts
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of education, allowed mobile teachers to change their own perceptions
of the Polish schools. Many participants claimed that their mobility had
a major impact on the overall change in their professional attitudes
and habits related to the current performance of daily teaching
duties. Often, it turned out that those behavioural changes concerned
also described their own approaches to the duties they performed,
and one of the significant benefits realised by the mobilities was
an increased motivation to continue to work with students. What
is more, the emergence of leaders among teachers often determines
the sustainability of institutional outcomes of mobilities. This means
that the acquisition of soft skills by the teachers is necessary for
the schools' growth. Such attitudes must appear through the initiative
of the teachers themselves, while the school directors’ role should
be to inspire them to act. Finally, the modernisation of the school
requires teachers’' mutual trust, and it is claimed that this is impossible
without them taking a step outside of their comfort zone.

Impact on Teaching Staff

Numerous examples of changes that occurred after the mobilities’
completion were raised by the research participants. Many of them
concerned the efforts to increase internal co-operation between
teachers. For the schools, the opportunity to consolidate their teams
also became an important benefit of mobilities. Since the Polish schools
do not have much capacity to organise team-building events, it often
turned out that the stay abroad was the very first occasion for school
colleagues to get to know each other better.
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Figure 2. Mobilities' institutional impact (summary of both survey stages),
N,,..=350,N, .. =156

2016 2018
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The teachers also claimed that one of the most significant benefits
stemming from their mobility is the school’s internationalisation.
Thanks to foreign experience, the school can develop, acquire new
contacts and, therefore, it can establish brand new partnerships
with other educational institutions across Europe. It also increases
international awareness among other school employees, learners,
their parents and organisations co-operating with the school. Some
members of the teaching staff also confirmed that they feel that they
are now working in a more international institution. They admitted that
they also now have a greater awareness of what is happening outside
Poland in terms of modernising education. Therefore, the undertaken
mobility was, most of all, considered as a tool to draw from European
best practices, from new systemic solutions, as well as from the newest
educational trends.
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Table 2. Teachers' perceptions of mobilities’ institutional impact in their schools
(summary of semantic unit analysis from both initial and follow-up study phases)

INITIAL PHASE (2016) FOLLOW-UP PHASE (2018)
"l was selected for this mobility during "First, you have to integrate this group
an additional recruitment process. of teachers before going abroad [...]
And now | see that those who were and then it is great during your mobility
there with me are the same people when, for a week, the staff are together
with whom | organize open days in different situations, not only during
and new projects and on whom classes and training. Teachers are often

TEAM- lam sure | can rely". unable to talk to each other in everyday

_BUILDING working conditions".

AND "Those who did not take part in these "l also wanted to pay attention

INTEGRATION projects are usually curious; they ask to the consolidation of the team

OF TEACHING questions and have the urge and energy | that participates in the project.

STAFF to get involved in new project activities". | Such integration has a lot of good
values and can be a starting point for
any further activities. During everyday
work at schools, there is no way to co-
-operate with the same group of people
for the whole week, only to draw
valuable conclusions".

"I think that the entirety of Europe "We are Europeans. We are open
is currently following such trends to innovation, we are aware of needs,

INCREASING in education. Those trends are about of changes, of the higher competences

THE INTER- a subjective approach to learners and higher self-esteem - all this

NATIONAL and to their autonomy". is happening thanks to the trips".

DIMENSION "An English-language theatre has been | "We are in touch with the organisation

OFTEACHING | oot up in our school. This is not only with which we implemented

AND about the fact that it is in English. the project. Thanks to the mobility

LEARNING It also encourages pupils to take part experience,

in international activities". we established closer contacts with
the hosts".

What is more, the schools’ internationalisation not only often
became a factor that positively distinguished schools in the local
educational market but was often considered a strong value-enhancing
factor for the teachers themselves. In other words, being a staff
member of a "school that acts internationally” raised teachers' self-
-esteem, regardless of whether they took part in a mobility themselves.
It is noteworthy that, in many cases, the very first mobility experiences
among the staff subsequently served as the patterns for follow-up
activities. Furthermore, the participants claimed that, as a result of their
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foreign experience, they learnt how to enhance further international
co-operation between the schools.

Discussion
The core objective of this research was to discover whether (and if so,
in what ways) individual mobilities abroad might contribute to the overall
development of the sending schools and to what extent the mobility
outcomes became sustainable. | used mixed methods: web surveys,
interviews and observations. The results of the study lead me to believe
that an international mobility might be an attractive form of in-service
teacher training. Beyond the improvement of communication skills
in a foreign language, the research participants mentioned new ICT
skills as a significant benefit of this kind of training. The study also
revealed that the international experience of teachers often has
a significant institutional impact on the Polish schools. The teachers
confirmed that they applied new teaching methods in their work and
shared their newly acquired knowledge and experience with other
teachers and staff in the sending institutions. They mostly confirmed
that such a knowledge-sharing process often goes beyond the sending
school as it was often claimed that teachers share their experience with
other institutions. There are, however, some quite critical aspects that
should be discussed as limitations of this research. Firstly, the findings
do not represent the majority of Polish schools, but only those that
are keen on gaining international experience. Secondly, these findings
might also be affected by self-reported data bias (i.e. selective
memory and participants’ overestimations of their mobility's impact
on a given school). Finally, to verify whether this positive attitude will
contribute to real changes among the school staff, the time aspect
needs to be taken into consideration. This stems from the importance
of the longitudinal approach towards project impact, as time is a key
factor for the sustainability of any kind of international training outcome.
What can also be drawn from this study is the potential for
expanding its results beyond the field of in-service teacher training.
The research outcomes suggest that foreign professional experience
might also contribute to the preparation of young teachers for their
future profession. The feedback harvested from mobility participants
stands for the fact that this kind of experience is considered
an effective form of raising professional capacities not only for those
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staff members who have reached the top of their career ladder, but
also for those with very little professional experience or no working
experience at all. When asked about their motivation to go overseas
for training, most of the teachers pointed to the lack of a comparable
offer within the national professional development framework. Despite
arelatively large number of courses being offered by domestic training
institutions, drawing experience from abroad still remains more valuable
and attractive for them. It can be considered that this is mostly
due to the specifics of the competences and skills that are gained
transnationally. In particular, the headmasters of schools claimed that
international mobility experiences help to boost the competences that
teachers are less likely to gain during similar training activities carried
out at national teacher training centres. This particularly applies not
only to the ability to use new technologies and foreign language skills
but also to soft skills and social competences. In their opinion, there
is a huge difficulty with finding suitable job candidates with these skills
in the current labour market. Such a deficit of qualities particularly
concerns young people who are just about to enter their career paths.

What is more, many participants (regardless of their age and work
experience) claimed that participation in their schools' international
projects was their first opportunity to stay abroad for a longer period
of time. Moreover, for some of them, the destination country of their
mobility was, in fact, the first foreign country they had ever visited
in their lifetime. This even applied to graduates of philological faculties
who worked as foreign language teachers. The study outcomes may
lead to the conclusion that — despite the increasing internationalisation
of higher education — many young teachers who start their work
at schools do not have any experience of gaining practical skills abroad.
Their foreign experiences remain limited to scholarships or student
exchanges rather than to having any kind of practical training in another
country. It seems, therefore, legitimate to postulate the introduction
of a professional training period for students of pedagogical faculties
in parallel to their study programmes or to other transnational learning
periods. Acquiring such experiences at this stage of their education
would allow them to be better prepared for their future profession
by broadening their horizons, increasing their openness to changes
and, finally, by better understanding international contexts of teaching
and education in general.
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Assessment in Initial Teacher Education

Views of Portuguese and Polish Students

Drawing upon a wider piece of research, this chapter' focuses
on assessment in teacher education programmes. It reports on data
collected in five Portuguese public universities and four Polish public
universities. In total, 789 student teachers participated in the study.
It aims at investigating student teachers’ ideas associated with
assessment and the most used methods of assessment considering
their experience in teacher education. The participants reported more
ideas associated with a summative purpose of assessment than ideas
related to a formative purpose in both countries. As for the assessment
methods, the data suggest that Portuguese students are assessed using
a greater variety of methods, while Polish students highlight mainly
the use of methods such as written tests/exams, group projects and
group oral presentations.

— Keywords:
assessment

higher education
student teachers
methods of assessment
teacher education

1 The project reported in this chapter was funded by the Portuguese Foundation for Science
and Technology — FCT, Government Funding Agency (SFRH/BD/122094/2016).



Assessment in Initial Teacher Education 55

Introduction

Students' motives, expectations and preparedness for higher education
not only affect how they approach learning tasks, but they also impact
on how students adjust to the wider higher education environment
(Byrne & Flood, 2005). Understanding the nature and purpose
of teaching and learning entails the consideration of the social, political,
cultural and economic contexts in which they are embedded (Flores,
2016a). A look at existing international literature on teaching and
learning reveals some common trends; for example, a growing emphasis
on issues of accountability and an outcome-led orientation, but also
diverse modes of government intervention, different strategies and
learning environments, and various understandings of assessment and
improving teaching and learning quality (Flores, 20164a; Flores, 2011;
Darling-Hammond, Newton & Wei, 2010).

A diverse and heterogeneous population of students requires
changes in teaching practice, with less focus on teacher-centred
approaches and more on the learning outcomes that students have
to achieve (Sally, 2005; Miller et al., 1998; Rust, 2002) in line with
a more student-centred perspective (Flores, 2019b; Myers & Myers,
2015; Webber, 2012; Kahl & Venette, 2010; Black & Wiliam, 1998).
Different reasons (motivating students, encouraging activity, providing
guidance and feedback, rating and selection) will have an impact
on the choice of assessment instruments, which may include a wide
variety of methods suitable for different contexts and purposes (Sally,
2005). In this chapter, Portuguese and Polish student teachers’ views
of assessment are presented.

The present chapter aims (1) to get to know the ideas associated
with assessment and methods of assessment used in teacher education;
(2) to identify the ideas that Portuguese and Polish student teachers
associate with assessment, taking their experience into account; and
(8) to identify the methods used in Portuguese and Polish teacher
education, taking student teachers’ experience into account.

The study is part of a larger research project entitled The use
of alternative methods of assessment in higher education: A study
of university teacher and students funded by the Foundation for
Science and Technology (SFRH/BD/122094/2016) and it was approved
by the Ethics Committee on Research on Social and Human Sciences
of the University of Minho (SECSH 037/2016).
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Assessment in Higher Education

Assessment is at the core of teaching and learning in higher education.
It is highly influential in shaping the learning experience of students
(Thomas et al,, 2019; Ramsden, 2003). The central role that assessment
plays in learning and teaching is increasingly being recognised in higher
education (Hughes, 2011) because the ways in which students are
assessed can really make a difference in the way they learn (Sally,
2005). Assessments are used to investigate what people know and
can do and to make decisions regarding whether they have learnt what
was expected (Baird, 2017).

It is assumed that assessment in higher education faces a number
of challenges (Carless, 2007). One of the core problems is that
assessment is about several things at once (Ramsden, 2003), or what
Boud (2000) refers to as "double duty". It is about grading and learning;
it is about evaluating student achievements and teaching them better;
it is about standards and invokes comparisons between individuals;
it communicates explicit and hidden messages (Carless, 2007).
Assessment, thus, engenders tensions and compromises (Carless,
2007).Many current assessment practices do not promote independent,
reflective, critical learners and this focus is incompatible with
current academic aims (Freeman, 1995; Boud, 1990). In other words,
the external pressures on higher education may cause assessment
to assume a primarily summative function. Because it is viewed
by policy makers as an agent of educational reform (Linn, 2000),
comparisons and generalisations on the basis of derived data are
a logical consequence (Maclellan, 2004).

Students should have the ability to self-regulate their own learning,
internally motivate themselves when no external forces are present, and
be able to tap into deep learning approaches and strategies (Byrne et al.,
2010; Malan, 2014). Educators need to create environments where
students can develop lifelong learning skills. This requires the use
of different forms of learning tools through intentional interventions
(Malan & Stegmann, 2018; Hassan, Fox & Hannah, 2014; Vickerman,
2009).

The distinction between formative and summative assessment
is not easy to make (Herndndez, 2012; Knight & Yorke, 2003; Brown
etal., 1997). The key difference between these two types of assessment
is not when they are used but their purpose and the effect that
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these practices have on students’' learning. Some assessments
in higher education are designed to be both formative and summative
(Hernandez, 2012; Yorke, 2007; Taras, 2005; Knight & Yorke, 2003).
Such assessment tasks are considered formative because they provide
feedback so that the students can learn from them. Furthermore,
the same assessment task fulfils a summative function because a grade
is awarded and contributes to the overall results of the course (Knight
& Yorke, 2003; Heywood, 2000). The different purposes of assessment
overlap or, at times, are in conflict with each other (Hernandez, 2012;
Bloxham & Boyd, 2007; Brown et al., 1997).

Much has been written about the purposes served by assessment
in higher education (Liu & Carless, 2006; Boud & Falchikov, 2005; Boud,
2000; Peterson & Irving, 2008). Firstly, a common goal of assessment
is to provide students with a certification of achievement (Broadfoot
& Black, 2004). This view of the assessment of learning has long been
associated with more summative means of assessment practice (Boud
& Falchikov, 2006). Another purpose of assessment in higher education
is to facilitate and to guide student learning. From this perspective,
assessments allow lecturers to assess and improve teaching as well
as help students manage personal learning processes (Thomas, 2019;
Villarroel et al., 2018; Wiliam, 2007). In this formative perspective
of the assessment, the literature presents three principles that are
believed to support student learning through assessment. Firstly,
assessment tasks are learning-oriented (Wicking, 2020; Turner
& Purpura, 2016; Jones & Saville, 2016; Carless, 2011). There is also
a variety of tasks that are used in order to assess achievement with
a multiplicity of methods. Secondly, students are encouraged to engage
with feedback (Wicking, 2020; Crisp, 2012; Nicol & Macfarlane-Dick,
2006), which is rich in detail and comes from both formal and informal
sources. Thirdly, students' expertise in assessing their own (and others’)
performance is developed through such means as peer-assessment
(Patchan, Schunn & Clark, 2018; Li & Gao, 2016; Li, Liu & Steckelberg,
2010; Li, Liu & Zhou, 2012; Falchikov, 2007) and self-assessment
(Li, 2018; Hill, 2016; Brown, Dewey & Cox, 2014; Ryan & Ryan, 2013;
Bourner, 2003; Zimmerman, 2002; Dochy, Segers & Sluijsmans, 1999).
However, it is possible that the implementation of formative assessment
practices would be problematic with students raised in a culture where
such practices are uncommon (Wicking, 2020).
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Student-centred assessment has been widely discussed in recent
years, being considered a practice that is increasingly valued in higher
education (Webber,2012) and associated with the evaluation component
of effective pedagogy (Myers & Myers, 2015). This perspective
is based on fundamental aspects such as constructive and timely
feedback, the student's active and autonomous role (Webber, 2012;
Sluijsmans, Dochy & Moerkerke, 1999; Sambell & McDowell, 1998),
the use of higher-order thinking (Light & Cox, 2003; Falchikov, 2005),
problem-solving and competencies development in real contexts
(Dochy, Segers, & Sluijsmans, 1999). At the same time, student-
centred assessment promotes collaborative learning between
students and teachers, allowing them to understand how their learning
is taking place (Webber, 2012), enabling more effective learning
(Struyven et al., 2005; Tang et al., 1999; Birenbaum & Feldman, 1998;
Sambell & McDowell, 1998) and allowing self-regulation with effects
on students’' performance and their approach to learning (Pereira
& Flores, 2019; Pereira, Flores, Veiga Simao & Barros, 2016; Boud
& Falchikov, 2007; Huba & Freed, 2000).

Assessment methods and approaches need to be focused
on evidence of achievement rather than the ability to convey information.
Tobevalid, the assessment needs to focus on whatis intended to be learnt
as well. If we want our students to demonstrate employability when
they graduate, our assessments need to be designed to be practice-
-oriented (Sally, 2005). The methods used need to be authentic, that
is, assessing what they claim to assess, not just what is easy to assess
(ibidem). Any assessment strategy needs to be efficient (Brown et al.,
1994). Assessment tasks need to be an integral part of the learning
process, as well as feedback. The moment in which assessment occurs
is a key issue, since the answers given to the assessed work need
to allow opportunities for correction, improvement and future learning
(Sally, 2005). Current literature on assessment argues that the process
should be a transparent one, with criteria that are explicit and clear
to all concerned (assessors and assessed) from the outset (Sally, 2005;
Thorpe, 2000; Brown & Glasner, 1999; Gibbs & Rowntree, 1999).

Although traditional methods are effective in some contexts and for
given purposes, they may not be suitable for all purposes of assessment
and may encourage only the reproduction and memorisation
of knowledge (Pereira & Flores, 2019; Perrenoud, 1999; Biggs, 2003).
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Thus, the use of given assessment methods, their adequacy to teaching
and learning's goals and the nature of the courses are of paramount
importance. According to the literature, non-traditional methods
of assessment have emerged especially to overcome less successful
aspects in traditional assessment methods.

It is important to understand how assessment practices are viewed
in a constructive way, and not just as judgments. Summative feedback,
which enables judgments to be made for progression and completion,
needs quite clearly and ove