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Research paper

Effect of a person-centred, tailor-made, teaching practice-oriented
training programme on continuous professional development of STEM
lecturers

Natasa Brouwer*, Erik Joling, Wolter Kaper
University of Amsterdam, the Netherlands

h i g h l i g h t s

� The majority of participants developed the competences of teaching, course design and professional approach during the UTQ.
� 37 % of the participants developed a new interest in organising teaching. This did not depend on their background.
� Interest in further developing teaching and course design competences is decreasing.
� After mastering the teaching competence, interest shifts towards developing the organising teaching competence.
� The participants implemented the active learning in different ways, depending on their background and teaching beliefs.
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a b s t r a c t

This study contributes to the understanding of the effects of a person-centred, tailor-made, teaching
practice-oriented professional development programme on the continuous professional development of
university lecturers in STEM (Science, Technology, Engineering and Mathematics). A mixed qualitative
and quantitative method was used. A significant proportion of the participants showed a shift in their
ambitions for their further professional development toward the competence of organising teaching.
Semi-structured interviews with five representative participants, five years after obtaining the University
Teaching Qualification (UTQ), showed a long-term effect. All five interviewed lecturers followed their
intentions and some even exceeded them.
© 2022 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY license

(http://creativecommons.org/licenses/by/4.0/).

1. Introduction

The fundamental approach to teaching and learning can be
student-centred, focussing more on student needs and promoting
learning facilitation (e.g., Biggs & Tang, 2011, Wyne, Zhang, &
Farahani, 2021), or teacher-centred promoting imparting informa-
tion and knowledge transfer. The teaching approach of a lecturer
determines the design of his or her courses and it also influences
the learning process with regard to his or her professional
development.

Marsh (2007) followed the students' evaluations of teaching
effectiveness of 195 lecturers who were evaluated continuously
over 13 years and he found substantial differences between

individual teaching effectiveness that were also highly stable over
time. The literature shows that teachers' beliefs have a strong
impact on how teaching is designed and implemented in practice
(Kember & Gow, 1994; Trigwell, Prosser, & Waterhouse, 1999;
Norton, Richardson, Hartley, Newstead,&Mayes, 2005). The step of
a traditional lecturer from teacher-centred teaching practice to
student-centred teaching practice cannot be forced and takes time
(Feixas & Euler, 2012; Postareff, Lindblom-Yl€anne, & Nevgi, 2007),
in which the lecturer has sufficient opportunity to reflect on what
he or she has learned about teaching and learning (Postareff,
Lindblom-Yl€anne, & Nevgi, 2007; Borrego & Henderson, 2014).
Stes et al. (2010) published a systematic review on the impact of
instructional development, a component of professional develop-
ment that explicitly focusses on university staff in their role as
teachers. They concluded that one-time events are less effective
than events extended over time. Stewart (2014) described in their
long-term effect study the importance of a person-centred
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approach for successful professional development. Professional
development that is embedded into the lecturers' daily practice
more likely affects the teachers' beliefs (Rienties et al., 2013).
Rienties et al. (2013) studied the effect of person-centred online
professional development courses for university lecturers. Their
research was based on the Technological Pedagogical Content
Knowledge (TPACK) framework (Mishra & Koehler, 2006). They
found a significant increase in TPACK skills and a change in teach-
ers' beliefs and intentionsmeasured by pre-/post-test (Norton et al.,
2005). After taking the online professional development courses,
participants were less convinced of the benefits of knowledge
transmission and their teacher's beliefs became more student-
centred. In summary: time, reflection, person-centeredness, prac-
tice-embeddedness appear to be success factors of instructional
development programs and teachers' beliefs and intentions seem
to be important intermediary results of such programs.

€Odalen et al. (2019) published the results of a panel about
‘teaching in higher education’ in which 183 lecturers from six
Swedish universities participated. They argued that pedagogical
training courses in higher education seemed to be successful in
making younger academics more student-centred and they
recommend that the pedagogical training courses should be offered
to early career academics. Daumiller et al. (2021) studied the
motivation of academics in professional training and found a pos-
itive relationship between achievement goals and learning gains.
Therefore, young age and achievement-goals could be success
factors from the participant's side.

Ebert-May et al. (2011) and Stes et al. (2011) showed that many
lecturers, after following a professional development programme,
continued to use traditional teacher-centred pedagogy and even
when they expressed their student-centred teacher's beliefs, their
students still did not notice much change in their teaching
approach. This shows that changed teacher beliefs are a necessary,
but not a sufficient condition of a changed teaching practice.

How then to measure the success of a teacher professional
development programme? Butcher and Stoncel (2012) found four
significant areas of impact of Postgraduate Certificate in Teaching in
Higher Education, specifically impact on: teaching approach, stu-
dent/teacher centredness, professional identity, and opportunities
to discuss about teaching. Derting et al. (2016) showed that the US-
based professional development program Faculty Institutes for
Reforming Science Teaching IV (FIRST) positively influenced the
student-centeredness of classes taught by FIRST alumni shortly
after completing the program. On the other hand, assessment
practices did not differ significantly from non-FIRST early career
teachers and remained focussed on assessing lower-level cognitive
skills. They conclude that the effect of a program is not one-
dimensional. According to the four steps of Kirkpatrick's evalua-
tion model (Kirkpatrick, 1994) professional development is suc-
cessful when participants are satisfied, have reached the learning
outcomes, have implemented the new knowledge in their own
teaching, and when the teaching practice has changed. In contin-
uation, McConnell et al. (2020) developed amodel of peer effects on
instruction innovation adoption. Chalmers and Gardiner (2015)
developed an evaluation framework for identifying the effective-
ness and impact of academic teacher development programmes
and conducted a trial. They stated: “There is now general agreement
that university teacher development programmes have a positive
impact on teachers and students, yet the extent and longevity of their
impact on the teachers, and the teaching and learning culture of the
institutions are less well researched and evidenced.”

We intend to follow Kirkpatrick (1994) in looking for a relation
between immediate effects (having reached the learning outcomes)
and longer-term effects (like a changed teaching practice) of a
university teacher development program, thereby contributing

knowledge about the extent and longevity of development pro-
grammes impact on university teachers and the learning culture of
institutions.

2. Research questions

The aim of this research was to investigate the effects of tailor-
made, person-centred teaching practice-oriented University
Teaching Qualification (UTQ) programme on the short-term and
long-term professional development of STEM lecturers.

The research questions of this study are:

1. Which UTQ competences according to themselves (looking back
immediately after completing the UTQ program) have partici-
pants developed/improved during the UTQ programme and
how does this depend on their background (age, educational
experience, discipline, position)

2. Which UTQ competences did the participants indicate that they
intend to develop further (looking ahead) at the end of their
UTQ programme?

3. Is there a fixed sequence inwhich UTQ competences can receive
attention from participants, during and after the UTQ
programme?

4. How does the shift in attention (from looking back to looking
ahead) possibly depend on the background of the participants?

5. Which UTQ competences have the lecturers worked on in the
five years after their UTQ and what was the motivation for this?

Question 3 was added after comparing results for questions 1
and 2: we saw shifts of attention occurring andwanted to find out if
these are always or usually in the same direction.

Questions 1e4 are about effects observed immediately after the
programme, question 5 is about longer-term effects: observed after
five years. To relate results from all questions, our target group is a
cohort of UTQ participants who completed their UTQ five years ago.
Questions 1e4 are researched for the whole cohort (N ¼ 61), while
for question 5 we used in-depth interviews with a small number
(five) of participants.

The research based on these questions and the methodology
described in the following section was approved by the Ethical
Committee of the Faculty of Science at the University of
Amsterdam.

3. Method

3.1. Research design

In our study we have used a mixture of qualitative and quanti-
tative methods. We analysed and coded the text of the final
reflection of the participants, which they wrote when completing
the program to find out which competences, according to their
experience, they have developed during the program, and which
competences they wanted to develop further (research questions 1
and 2). We used these same data as indication of a possibly shifting
interest (question 3 and 4). Correlations with participant back-
ground data were calculated.

Based on a preliminary clustering of these data, and a short
questionnaire that we sent to all participants five years after
completion of the program, we selected five representative par-
ticipants for the semi-structured in-depth interviews, to find out
which competencies they actually worked on after obtaining the
UTQ (question 5). We used the short questionnaire to ask permis-
sion for the interviews. We asked the five selected participants to
complete the Teachers' beliefs and intentions (TBI) questionnaire
(Norton et al., 2005) before the interview. We describe the
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interviews with these five participants in detail in the form of five
short cases.

3.2. Context and participants

This study is executed at the University Teaching Qualification
programme (UTQ programme) at the Faculty of Science, University
of Amsterdam (UvA) with the group of 61 participants who ob-
tained their UTQ certificate in the 2014e2015 academic year. In
2019e2020, five participants were selected for semi-structured
interviews.

This programme is developed within the Dutch university pro-
fessional development framework set up by the Association of
Universities in the Netherlands (VSNU) in 2008. In this framework
the University Teaching Qualification (UTQ) certificate serves as a
proof of didactic competence of lecturers, and it is mutually
recognized by all universities in the Netherlands. Conceptually the
Dutch UTQ is based on the constructivist philosophy and
Constructive Alignment in course design (Biggs & Tang, 2011). The
framework defines the lecturers' desired competencies and the
assessment that is based on a portfolio. All university lecturers who
design courses, teach and supervise students in longer research
internships must obtain the UTQ certificate within two years of
appointment. The universities in The Netherlands are free in how
they locally organize professional development programmes
within the agreed common framework (de Groot & Kouwenaar,
2018, p. 26). In 2017 a peer review was done between the univer-
sities and a joint report was published about the experience with
the UTQ framework (de Groot & Kouwenaar, 2018). The UTQ is
embedded now in the universities' HR policy and as such it is an
important part of the evaluation of university lecturers. A further
step in the professional development of lecturers is the Senior
Teaching Qualification (STQ). There is no Dutch STQ framework.

The University of Amsterdam has a coordination point at the
central university level while the UTQ programme is organized per
faculty. The programme used in this study is person-centred, tailor-
made and STEM teaching practice oriented. During the UTQ pro-
gramme, each participant works on improving one course in which
he/she teaches at the Faculty of Science. The UTQ programme has
six elements, each with a specific goal and enabling one or more of
the features mentioned (Table 1). Every participant sets his or her
own learning goals and reflects on his or her own teaching practice.
Participants can start their UTQ at two timepoints during the year.
From 2008 to September 2020 more than 450 STEM lecturers have
obtained their UTQ certificate at the Faculty of Science (UvA).

The participants of the programme are encouraged to move

away from traditional lecturing (Mazur, 2009, van Vliet, Winnips,&
Brouwer, 2015), and embrace student-centred approaches and
active learning strategies (Kember & Gow, 1994; Freeman et al.,
2014), adopt approaches such as peer-instruction that enhance
student learning and problem-solving skills (Crouch & Mazur,
2001), and are stimulated to reflect on their teaching practice
(Borrego & Henderson, 2014). The programme promotes peda-
gogically relevant and integrated use of digital technology, as
described by the TPACK model (Mishra & Koehler, 2006).

Participants had varying background characteristics. Before the
start of their UTQ programme, most of the participants had
extensive and varied teaching experience with groups of students
smaller than 100. Seven of the 61 participants had significant
teaching experience and had delivered more than 200 teaching/
lecture sessions to large and small groups. Five had very little
teaching experience and delivered less than 10 teaching sessions.
The tailor-made approach resulted in a variable time to complete
the UTQ. The majority, 40 participants (65%) completed the UTQ
within one academic year, of which 11 (18%) took 6e8 months to
complete it and 26 (42%) used between 9 and 11 months. 21 par-
ticipants (34%) needed more than one academic year, between 13
and 22 months and one took 33 months to finish it. Three partici-
pants needed less than six months.

From the 61 participants 12 were females (20%) and 49 were
males. The participants came from different STEM disciplines or
from the interdisciplinary programme, from the bachelor or the
master level: 19 (31%) together from Chemistry, Physics, Astronomy
and Mathematics, 17 (28%) from Life sciences (Biology, Psychobi-
ology, Bio-medical, Environmental and Earth sciences), 12 (20%)
from Information Sciences (Informatics, Computer science, Soft-
ware engineering and Artificial Intelligence), 3 (5%) from Interdis-
ciplinary studies, and 11 (18%) were involved in teaching and
training of academic skills in different programmes. The partici-
pants had different positions at the university: 9 full professors, 15
associated professors, 19 assistant professors, 11 staff members
without a research task and 6 post doc researchers with a small
teaching task.

3.3. Qualitative analysis

The aim of the qualitative analysis was to find evidence for
developed competences and evidence for intentions for further
development. To do this, we have analysed the answers of all 61
participants in this study to three reflective questions in the
questionnaire that was part of each UTQ portfolio (see questions in
3.4). We first anonymized all personal data and then coded the

Table 1
Structure and goals of the Faculty of Science (UvA) UTQ programme.

Part Goal Features

Kick off meeting to get acquainted with the programme, meet other participants
Intake interview with the coach (1.5 h long) to agree about individual needs (which workshops are necessary to follow) and set

personal goals
Tailor-made

Peer-lecture observation/video recording to get and give feedback to a peer-participant, get feedback from students and reflect on
own teaching using the video.

Teaching
practice-
oriented

Workshops and personal coaching. A programme of optional
interactive workshops (mostly 2 h to 4 hours maximum) is
offered.

lecturers training focused in five lecturers' competences and teaching practice oriented.
The participants redesign their own course in which they teach, apply this in their own
teaching practice and use it as evidence material in the UTQ portfolio.

Person-
centred
Teaching
practice-
oriented

Progress interview to check if the personal goals are reached and if portfolio is ready to be submitted for the
assessment

Tailor-made

UTQ portfolio (online) i) to collect the evidence material about the 5 lecturer competences from one's own
teaching practice accompanied by reflections.
ii) to adjudge the UTQ

Teaching
practice-
oriented
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answers. The qualitative textual analysis was done by two re-
searchers in four steps:

� a working document was prepared: the text of the answers to
the three reflective questions and the demographic data were
collected and exported to a new document by the researcher
who supported the participants during their UTQ programme.
All personal data were encrypted, and all demographic data
were numerically coded. The encryption key was put in the safe.

� both researchers independently analysed the text of the an-
swers to the three reflective questions of the same 15 randomly
chosen participants in the working document, according to pre-
agreed categories (see section 3.4).

� the analyses were compared and discussed to find any differ-
ences and to agree on the interpretation of the text. Based on
these results, we slightly modified the text encoding procedure
and then analysed and encoded all texts.

� the coded data from the text analysis, together with the coded
demographic data were used by the third researcher for the
quantitative and statistical analysis (see section 3.5).

3.4. Categorization and coding

The following three reflection questions were analysed:

� Question IV.B.: What are the most important things that you
have learned?

� Question IV.C.: Do you feel like the programme has made a
contribution to your qualities or self-consciousness as a
teacher?

� Question IV.D.: What are your ambitions in teaching or other
contributions to the quality of education within the study pro-
gramme in which you are teaching?

The text of the answers was binary coded into five UTQ com-
petences, whereby statements were interpreted as relating to UTQ
competences, using the University of Amsterdam competences
profile as a coding scheme (Table 2).

In some of the more elaborate answers several or even all
competences were recognized (see Results, Table 3).

Together with the numerical codes in background categories,
this was the input for the quantitative analysis.

3.5. Quantitative analysis

The aim of the quantitative analysis was to relate developed
competences and intentions of all 61 participants in this study for
further development to the background of the participants (ques-
tions 1 and 2), to find a possibly fixed order in which UTQ com-
petences receive attention from participants (question 3) and to
relate their attention shifts to background variables like age and job
profile (question 4).

First, correlations were calculated between the various back-
ground variables, like age, job profile, various types of teaching
experience, discipline, to aid in interpreting correlations relevant
for research questions 1 and 4. Then, correlations were calculated
between developed competences, or attention shifts on the one
hand and background variables on the other.

Developed UTQ competencies were given as binary variables:
the participant mentioned the competency as developed, or not.
Attention shifts for UTQ competences were coded on a three-value
ordinal scale: the participant moved away (�1) from further
developing the competence, moved towards it (þ1), or didn't
change attention (0). Background variables used were nominal or

ordinal. Because of the small number of categories e many tied
rankse Kendall's Tauwas used to calculate the correlations and test
these for significance.

The number of background variables included was rather large
and there were no pre-set hypotheses about their influence. The
intent of this study was therefore exploratory rather than confir-
matory. To find evidence for a possibly fixed order of UTQ compe-
tences (question 3) we checked for correlations between “moving
away” from one competence, and “moving towards” another. This
question implies a hypothesis that a fixed order might exist, but
there was no hypothesis yet about what the ordering could be, so
this part was exploratory too.

3.6. Semi-structured interviews

The aim of the semi-structured interviews was to find out which
competencies the participants in our study have actually worked on
in the five years after obtaining the UTQ certificate and what their
motivation was for this (research question 5). In 2020 we sent an
email to those participants who obtained their UTQ certificate in
2014e2015, and of whomwe could find an address. 29 participants
responded to the email. Only two of them refused an interview, one
because of lack of time and one because she was retired. The five
participants for a semi-structured interviewwere selected from the
groups with different moves defined in the quantitative analysis
(indicated in Fig. 1, Table 9).

4. Results

In this chapter, we present the results of the qualitative analysis
of the participants' responses to the reflective questions, the results
of the quantitative analysis of the coded data and we present five
cases based on semi-structured interviews with five representative
participants.

4.1. Categorization of participants' answers

All answers to reflective questions were textually analysed and
coded as described in section 3.4. Table 3 gives examples of the
answers to each of the two reflective questions (IV.B, IV.C), and to
the question about the ambition (IV.D). Their classification is indi-
cated by different coloured text. Participant's answers often fit into
several categories at once and refer to more than one competence.

All participants mentioned one or more competences in their
answer to Question IV.B. The responses of the participants who
indicated that taking the UTQ programme helped them to some
extent to improve their knowledge and skills about teaching in
higher education were numerically coded with a positive sign for
the quantitative analysis. Negative experiences were coded
numerically with a negative sign (Table 3). There was only one
participant to whom this applied. Nine answers to Question IV.C
were too short to classify them, of which 8 “yes” or “yes, absolutely”
and onewith “Not really, sorry”. Besides this answer, therewas only
one negative answer about the contribution to the qualities or self-
consciousness.

Due to the different wording of questions IV.B and IV.C, different
competences emerged in the answers. We assumed that both
questions together would provide a more complete picture of the
competences that the participants in the programme have devel-
oped (Table 4).

Comparing answers from both looking back questions (IV.B and
IV.C) to the looking ahead question IV.D shows:

- Interest in developing Professional Approach is constant and
rather high
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- Interest in developing Supervising Students is also constant and
low

- Interest in developing Teaching and Course Design compe-
tencies is decreasing

- Interest in developing competence Organising Teaching is
increasing

To investigate how the answers relate to the participants'
background data, such as age, job profile and educational experi-
ence, we calculated correlations with each of such background
variables (see 4.3). This answers research question 1. The net shift of
attention seen in Table 4 for the group as a whole is further
examined for the possibility of a fixed order in which competences
receive attention (research question 3) in 4.4.

4.2. Competences and background

To find out how participants developed competences, as
established in section 4.1, depend on the background variables
(research question 1), correlations were calculated. Table 5 shows
correlations with general background variables, Table 6 shows
correlations with various types of teaching experience. For this
study, teaching disciplines were classified in four broad content
specific areas and one general “academic skills” area. Table 7 shows
correlations with discipline. In interpreting the results, we used the
correlations among the background variables as found in Appendix
A, Tables 14e16, where appropriate.

No relationship with other background variables was found. Not
unexpectedly, one of the two Information Sciences institutes
involved in our research showed a positive correlation (p < .05)
with the developing the competence Supervising Students.

4.3. Is there a fixed sequence in which UTQ competences receive
attention?

The counts of aforementioned competences as shown in Table 4
already suggest an answer to the question about a fixed sequence in
which UTQ competences are given attention (research question 3).
We saw the group as a whole shift the focus away from Teaching
and Course Design competences and towards Organising Teaching
competence, while the attention for the Professional Approach
competence was constant and high, and attention for the Super-
vising Students competence was constant and low.

We think that there is no fixed order of all competences for this
group, because if there were a fixed order, both Professional
Approach and Supervising Students would follow this order, which
is not the case. It is also possible that their place in a sequence in
this context cannot yet be determined.

The summary data suggest a shift from Teaching and Course
Design towards Organising teaching on the one hand. However, this
is the net shift in focus of the group as awhole. It does not yet show
the individual shifts of attention, as they could be taking place in
opposite directions.

If we compare participants' backward and forward-looking an-
swers for each of the five UTQ competences, we see that a partic-
ipant either shifts attention to a competence, moves away from it,
or has constant (lack of) attention (Table 8).

There are three “moves” that are more frequent: away from
Course Design, away from Teaching, and towards Organising
Teaching. The corresponding opposite moves only occur in much
smaller numbers. These three groups have overlaps (Fig. 1).

Of the 21 participants who developed a new interest in Organ-
ising Teaching competence, 14 took part in one of the two larger

Table 2
Competence profile at University of Amsterdam explained with requested abilities according to national Dutch UTQ framework.

Competence Abilities

Professional
Approach

� enthusiastic about the subject/course
� shows an interest in, and has respect and appreciation for the individual student's input
� focuses on the student's learning process
� focuses on the student's own responsibility
� has time for and is easy to approach by students
� has a sense of responsibility and leadership over teaching and one's own performance
� reflects on one's own actions as a lecturer
� is receptive to feedback from others
� works on one's own professional development
� focuses on fostering a critical academic approach and problem-solving ability among students
� focuses on maintaining the academic level
� has a helicopter view of the curriculum and is able to explain to students how teaching/study programmes are organized

Course Design � to apply the Faculty of Science's education perspective and the teaching objectives as the starting point for developing their course component
� to form a helicopter view of the overall teaching module and to understand its place within the curriculum
� to design an effective learning environment, using effective and motivating student activities, teaching methods, teaching and study materials and

multimedia.
� to develop teaching objectives and different methods and tests in a constructive alignment
� evaluate or have the teaching they provide evaluated and to adjust it in line with the information resulting from the evaluation

Teaching � to respond to the student's initial situation and to use the inherent variation
� for the specific courses using, educationally relevant teaching methods which motivate students
� to supervise and optimise interaction within the group process
� to respond to student feedback and interests
� to effectively supervise and assess individual student projects, student presentations, study assignments and papers
� to communicate clearly with students

Supervising
Students

� to employ different styles of supervision, depending on the student's style of learning or strategies
� to supervise and assess individual student projects, work placements, theses/doctoral theses/final papers, and final research projects
� to refer individual students properly to other university officers, such as academic study advisers
� to provide students constructive feedback

Organising
Teaching

� to organize their own work in such a way as to leave sufficient room to carry out their teaching duties in a responsible manner
� to make a constructive contribution to the development of teaching, take part in and/or supervise committees or study groups, and perform

management duties
� to communicate effectively with peers
� to work in a team
� to assume responsibility for their role in the team
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“away” moves. Possibly their developed Teaching or Course Design
competences enable this new interest in Organising Teaching. More
generally, Table 9 shows for all 5 � 4 ¼ 20 combinations of UTQ
competences howmoving away from one competence co-occurred
with moving towards another.

Of the 22 participants whomoved away from developing Course
Design competence, 10 showed no new interest in any of the UTQ
competences, while 12 did. The new focus has mainly been on
Organising Teaching, the ability “to make a constructive contribu-
tion to the development of teaching, take part in and/or supervise
committees or study groups, and perform management duties”
(Table 2). Similarly, 15 out of 22 participants whomoved away from
developing Teaching competence showed new interests of which

Organising Teaching was again the most prominent. Categories in a
row are not exclusive, because one person can show more new
interests. That is why the numbers in this row add up to 23: one
participant is counted twice.

Conversely: of the 21 participants who showed a new interest in
Organising Teaching, 4 did not move away from any of their former
interests, but 17 did. Among the discontinued interests of these 17
participants, the Teaching competence stands out.

To check for significant correlations between the different
“moves”, we coded each of participant's moves with five variables
e one for each competence e taking three values: �1 for moving
away, 0 for no change, 1 for moving towards. Table 10 shows the
correlations between these variables.

Table 3
Examples of categorized answers on reflective questions in the UTQ questionnaire.

learning objectives of the course 
and try to achieve them through the variety of forms of interactions 
between the students and the lecturer (as well as between the students 
themselves)

effectiveness (and also efficiency) of 
giving feedback within a formal assessment model. By structuring and 
limiting feedback to the course objectives (in my case, graduation 
projects) students get a clearer idea of how far they are from the end-
goal. As a side-benefit, less time typically has to be spend to formulate 
the feedback

To provide more concrete course objectives (in announcements and 
descriptions of courses) and to become more explicit about the 
role/position of my courses in the educational programmes that offer 
these courses

I attended several courses that were on offer during the UTQ pilot (I 
forgot which ones, on communication, participation, activation, Bloom). I 
am critical about their usefulness.
I remember that activation was supposed to involve voting devices or 
letting the students do a wave (these are not methods I would use; 
activation for me means setting conditions so that students discuss 
among each other and with the teacher). The ideas of Bloom are not 
useful for mathematics, as for instance Freudenthal has made clear. 

(as taught to us) is  one-dimensional, treating courses 
separate from the rest of the program. I had a look at research on 
education taxonomy for mathematics, but this focussed on lower level 
teaching.
Communication was reduced to throwing blue balls into the audience. I 
did learn a lot from a communication course offered by experts outside 
academics that I attended a number of years ago.  I try to bring into 

the 
theory of constructive alignment, has provided me with a framework
within which it has become possible to think about my teaching in a more 
structured and systematic way. On the other hand, the more practical 
part of the programme, in particular the class observation and video, has 
made me more self-conscious of my qualities as a lecturer and how to 
improve them

I have a feeling that there is not that many women staying in science or 
deciding to study ...... (field that I work in). I would like to help with my 
enthusiasm to attract more women. Also I think that there are several 
courses on master level that are still missing and I would like to teach 
them (such as e.g. ...... and ......) however, this is on longer time 
horizon, since now I am very busy with the current lectures a)
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We see that all the higher (above 0.11) correlations are negative,
which means that moving away from one UTQ competence corre-
lates with moving towards one of the others. However, only one of
these correlations is significant: moving away from further devel-
oping Teaching correlates significantly with moving towards
Organising Teaching (p < .05).

In summary, the study of individual “moves” confirmed the
order suggested by Table 4. No evidence was found for a preferred
order of Teaching versus Course Design. It may still be that there is a
preferred sequence and all participants have already passed the
point where the difference is important to them. Participants
develop an interest in Organising Teaching, and they are moving
away from developing the competences Teaching and Course
Design. There is a significant but not very strong correlation be-
tween moving away from Teaching competence and moving to-
wards Organising Teaching competence.

4.4. Shifts of attention in relation to background variables

We related the shift in attention for each of the five UTQ com-
petences to background variables (research question 4). As in 4.3,
we coded the attention shifts with five variables e one for each
competence e each of which can take three values: �1 for moving
away, 0 for no change and 1 for moving towards.

We calculated correlation coefficients between these five vari-
ables and each of the background variables, the same ones that we
used in 4.2. In interpreting the results, we will use the correlations
among the background variables as found in Appendix A
(Tables 14e16), where appropriate. Table 11 shows correlations
with general background variables, Table 12 shows correlations
with various types of teaching experience and Table 13 shows
correlations with discipline.

4.5. Cases based on in depth semi-structured interviews five year

after UTQ achievement

In this section we present five cases based on semi-structured
interviews five years after the interviewees obtained their UTQ
certificate. We emailed the 61 participants about our study and the
following two questions:

1. Could we talk to you sometime?
2. Can you already tell us something by email about the past five

years after the UTQ?

29 Participants responded to the email and 15 replied explicitly
that the UTQ programme was useful for them, seven replied that
UTQ has encouraged them, seven emphasized that UTQ was an
obligation for them. Seven participants indicated that they had
obtained their Senior Teaching Qualification (STQ) in the past five
years and one that it was an option to go for that.

The participants Annemarie, Barbara, Christoph, Dora, and

Fig. 1. Overlaps between subgroups taking part in the three most popular “moves”
(N ¼ 61) Participants of the semi-structured interviews are indicated on the figure: a,b)
Annemarie and Barbara; c) Christoph; d) Dora; e) Eduard.

Table 4
Percentage of competences referred to e questions IV.B and C combined (N ¼ 61).

Question Lecturers' competence

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Question IV.B or C: Competence developed? (%) 70.5 77.0 67.2 8.2 8.2
Question IV.D: Ambition to further develop (%) 70.5 49.2 45.9 8.2 37.7

Table 5
Lecturers' developed competences, correlations with general background variables (Kendall's Tau, N ¼ 6011 or 5922).

Background variable Lecturers' developed competence

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Job profile �.15 .06 .25* �.26* �.12
Age at UTQ-finish �.19 .10 .11 �.19 .02
Starting year UTQ .14 �.08 .13 .08 �.28*
Duration UTQ trajectory �.01 .05 �.13 �.28* .13
Gender �.22 �.06 .11 .15 .15

*p < .05.
There are four significant correlations (p < .05):
� Developing competence Teaching has a positive correlation with Job profile: the higher the job ranking, the more often attention for developing this competence was found
in participants reflective answers.
� Developing competence Supervising Students (individual support and supervision), on the contrary has a negative correlation with job profile.
� Developing Supervising Students also has a negative correlation with the duration of the personal UTQ trajectory.
� Developing competence Organising Teaching has a negative correlation with the starting year of the UTQ trajectory: all the 5 backward-looking answers in which this
competence was recognized are from the 2013 cohort, so none are from the later 2014 cohort.
Age and gender do not show significant correlations with any of the developed competences.
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Eduard were selected for the semi-structured interview from the
groups that made different moves, as shown in Fig. 1 and Table 9.
Their names are fictitious. We made a selection that included as
many different aspects as possible.

Prior to the interview, all five participants completed the
Teachers' Beliefs and Intentions questionnaire (Norton et al., 2005).

We have given them their TBI profile at the end of the interviewand
discussed it briefly.

The semi-structured interviews had the following 9 questions:

1. What is your position?
2. Are you teaching?
3. Do you support and supervise students?
4. Do you have a leadership role?
5. Have you developed in the last five years anything within your

teaching tasks?
6. If yes, did you do it alone or in collaboration with colleague(s)?
7. Did you try to get support for your development?Where or from

whom?

Table 6
Lecturers' developed competences, correlations with teaching experiences (Kendall's Tau, N ¼ 60).

Type of teaching experience Lecturers' developed competence

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Lectures groups larger or about 100 �.04 .06 .21 .03 �.24*
Lectures groups smaller than 100 �.12 .13 .20 �.12 �.22
Study groups/seminars .08 �.11 .02 .13 .01
Practical/lab sessions �.10 �.12 .10 �.14 .01
Supervising Bachelor Thesis �.16 .22 .19 �.20 �.11
Supervising Master Thesis �.36** .01 .25* �.12 .06
Supervising PhD Thesis �.34** .13 .28* �.36** �.13

*p < .05, **p < .01.
� Developing competence Organising Teaching has a negative correlation with experience in lecturing groups larger than or about 100 students (p < .05). Participants who
have this experience seem less likely to report growth in competence Organising Teaching during UTQ, possibly because they already feel able to do it.
� Developing competence Teaching has two positive correlations (p < .05), with experience in.
Bsupervising master students.
B supervising PhD students.
possibly because developing competence Teaching has a positive correlation with Job profile (Table 5) and participants with high ranked functions tend to supervise both
master and PhD projects (Table 15, Appendix A).
� Developing the competence Professional Approach has two negative correlations (p < .01) with experience in.
B supervising master thesis projects.
B supervising PhD. projects.
These two experiences could cause the smaller, non-significant, negative correlation of developing Professional Approach with job profile (Table 5), because participants with
high ranked functions tend to supervise both more master theses as well as more PhD students (Table 15, Appendix A).
� Developing competence Supervising Students has a negative correlation with experience in supervising PhD students (p < .01). This particularly strong correlation suggests
that having experience in supervising can lead to a lesser tendency to develop this competence during UTQ. This could in turn cause the smaller, negative correlation between
Supervising Students and job profile (Table 5), because participants with highly ranked functions tend to supervise PhD projects (Table 15, Appendix A).

Table 7
Lecturers' developed competences, correlations with discipline (Kendall's Tau, N ¼ 60).

Discipline Lecturers' developed competence

Professional Approach Course Design Teaching Supervising Students Organising Teaching

General academic skills teaching .18 �.09 �.08 .03 .03
Exact sciences .09 .08 .06 �.20 �.20
Life sciences �.26* .24 �.05 �.19 .08
Information sciences .04 �.24 .16 .30* .15
Interdisciplinary studies �.03 �.07 �.17 .21 �.07

*p < .05.
Two significant correlations are seen (p < .05):
� Developing Professional Approach competence has a negative correlation with teaching in the discipline Life Sciences.
� Developing Supervising Students competence has a positive correlation with teaching in the discipline Information sciences.

Table 8
Constant (lack of) attention, moving away, moving toward, for each of the UTQ competences (N ¼ 61).

UTQ competence No attention Enduring attention Moving away Moving toward

Professional approach 10 35 8 8
Course design 9 26 22** 4
Teaching 11 20 22* 8
Supervising students 53 2 3 3
Organising teaching 35 2 3 21**

** The difference between “moving away” and “moving towards” is significant (p < .01).
* The difference between “moving away” and “moving towards” is significant, (p < .05).

1 In this section 4.2 the participant that mentioned competences but stated he
did not develop them during UTQ was left out, because our research question here
is about developed competences.

2 N ¼ 59 for correlations where job profile is involved, 60 for the rest. A single
freelancer did not have a profile.
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8. Did you get support for your development?
9. Which factors have worked positive or negative for (not) real-

izing your development?

4.5.1. Case 1: Annemarie
Annemarie's response to our email was: “The most useful thing

about the UTQ was learning to apply the links between ILOs, content,
exams, feedback, and learning how to give interactive lectures (also
flipped classroom). In retrospect, what I miss is training in how to
design quality multiple-choice exam questions.”

It took Annemarie six months to obtain the UTQ certificate.
Annemarie used to be an assistant professor. At the time of the
interview, she is an associate professor with approximately 30%
teaching duties. She coordinates two bachelor's courses, lectures in
a master's programme, supervises bachelor's and master's students
and she has one PhD student. She leads a team of lecturers.

At the end of the UTQ programme Annemarie remained

interested in all competences (Fig. 1, Table 9). In Table 9, Annemarie
is in the group of 5 participants in the cell No move away and No
Move Forward. In Fig. 1 she is in the group of 17 that did not take
part in any of the three most popular Moves. In her answer to
questions Question IV.B and IV.C, Annemarie referred to three
competences: Professional approach, Course design and Teaching.
The answer to question IV.D mainly focused on the competence
Course design in line with curriculum development.

The TBI profile (Fig. 2) shows that Annemarie has student-
centred teachers' beliefs, based on high values for Facilitative
teaching and Interactive teaching (4.0 and 4.5 respectively)
compared to the values for Imparting information and Knowledge
of subject that are lower (2.5 and 3.5 respectively). The Intention to
use Problem solving in her lessons is extremely high (5.0).

Annemarie has developed or renewed several courses over the
past five years. One course now fits much better into the curriculum
of the program and received a very positive evaluation. She has
improved the theoretical foundation and connected it with her own

Table 9
Combinations of “moving away” and “moving towards” any of the UTQ competences (N¼ 61, categories can overlap). The table indicates inwhich groups the participants in the
semi-structured interviews belong*.

Table 10
Correlations (Kendall's Tau) between participants “moves” in each of the five competences (N ¼ 61).

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Professional Approach 1 �.21 �.18 .10 �.17
Course Design 1 .07 �.16 �.04
Teaching 1 .11 �.30*
Supervising Students 1 .07
Organising Teaching 1

*p < .05.

Table 11
Participants shifts in attention, correlations with general background variables (Kendall 's Tau, N ¼ 60 or 6131).

Background variable Shift in competence receiving attention (away/towards)

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Job profile .07 �.15 �.28* �.07 �.00
Age at UTQ finish .03 �.15 �.23* �.06 �.04
Starting year UTQ �.03 �.01 .03 �.20 .09
Duration UTQ trajectory .06 �.12 .02 .27* �.19
Gender .08 .14 �.13 .00 �.10

*p < .05.
Significant correlations (p < .05):
� The move towards Teaching has a negative correlation with the Job profile: the higher the job ranking, the more participants have a tendency to move away from further
developing the competence Teaching.
� The move towards Teaching has a negative correlation with Age, possibly because age correlates with job rank (see Table 14).
� The move towards Supervising Students has a positive correlation with the Duration of the UTQ trajectory: participants that took longer to finish UTQ moved more often
towards developing this competence.
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and recent top research. She emphasized the importance of a
balanced curriculum with a high scientific quality.

Table 12
Participants shifts in attention, correlations with type of teaching experience (Kendall's Tau, N ¼ 61).

Type of teaching experience Shift in competence receiving attention (away/towards)

Professional Approach Course Design Teaching Supervising Students Organising Teaching

Lectures groups larger or about 100 .16 �.13 �.33** �.21 .16
Lectures groups smaller than 100 .04 �.24* �.21 �.12 .20
Study groups/seminars .00 .04 �.12 �.14 �.07
Practical/lab sessions �.02 �.01 �.13 �.06 .11
Supervising Bachelor Thesis .00 �.12 �.18 �.11 .07
Supervising Master Thesis .12 �.14 �.21 �.12 �.01
Supervising PhD Thesis .08 �.27* �.28* .13 .08

*p < .05, **p < .01.
Significant correlations:
� The move towards Teaching has a negative correlation with experience in lecturing for groups larger than 100 (p < .01). Participants who have this experience move away
from further developing Teaching more often. Possibly this causes the slightly smaller, negative correlation between moving towards Teaching and Job profile (Table 11),
because participants with higher ranked functions often teach larger groups (Table 15, Appendix A).
� The move towards Course Design has a negative correlation with experience in lecturing for groups smaller than 100 (p < .05). Participants who have this experience move
away from further developing Course Design.
� The moves towards Course Design and towards Teaching both have negative correlations with experience in supervising PhD students. (p < .05 for both). For Teaching this
could be explained because the participants who supervise PhD students usually have a higher ranked job (Table 15, Appendix A), and we already saw that job profile has a
negative correlation with the move towards Teaching (Table 11).

Table 13
Participants shifts in attention, correlations with discipline (Kendall's Tau, N ¼ 61).

Discipline Shift in competence receiving attention (away/towards)

Professional Approach Course Design Teaching Supervising Students Organising Teaching

General academic skills teaching �.08 �.04 .10 .00 .10
Exact sciences �.07 �.13 .03 .11 �.06
Life sciences .28* �.11 �.10 .12 �.07
Information sciences �.16 .18 �.09 �.13 .05
Interdisciplinary studies .00 .22 .15 �.24 .01

*p < .05.
Significant correlation:
� The move towards Professional Approach has a positive correlation with the discipline Life Sciences (p < .05), which means that the participants teaching in this discipline
more often move towards, or less often move away from this competence.

Fig. 2. TBI profile of Annemarie.

3 N ¼ 60 for correlations where job profile is involved, 61 for the rest. A single
freelancer did not have a profile.
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Annemarie has taught in various programmes over the past five
years. In one programme she worked alone, in the other in a well-
organized team. To question 8 about the support, she replied that
she had a colleague with a lot of teaching experience and who was/
is a kind of mentor to her and with whom she could discuss about
teaching and course design if necessary. She felt that a mentor role
should be more frequent. She didn't feel the need to seek other
help. For Annemarie, lack of time was the most important factor
that negatively influenced her development (question 9). She
explained that educational innovations require many hands-on
time-consuming tasks, such as writing a syllabus, developing as-
signments, and organising materials online.

Based on these results, it can be concluded that Annemarie
continued her professional development after obtaining the UTQ,
following her intention expressed in her forward-looking answer
(question IV.D) in line with the Course Design competence and
developed her professional ambition to more cross-curricular
dimension.

4.5.2. Case 2: Barbara
Barbara's response to our email was longer (her text is reduced

to fully assure the anonymity):

“…I coordinate and teach various practicals and courses. So, my
UTQ is still useful in this position, and I draw on the knowledge I
have gained, as well as a step in a possible Senior Teaching
Qualification process for me.

What I miss within the possibilities of the UTQ is further career
development outside academic education, because as a lecturer
at the university (not assistant professor or associate professor)
there is (still) little career prospects within the academic world.
That is why I want to get my teacher qualification in secondary
school in addition to my current work. …. ”

Barbara took 13 months to obtain her UTQ certificate. Her level
was lecturer 4 and at the time of the interview she has been pro-
moted to lecturer 3 (Dutch scaling) and she works at another uni-
versity. Her position there is temporary. Barbara coordinates one
large course with lectures, tutorials and practicals in the Bachelor,
teaches other subjects in her field, and supports and guides indi-
vidual students in preparing their research and in academic
writing.

In her reflective answers IV.B and IV.C, she referred to Profes-
sional Approach and Teaching. The answer to question IV.D shows
intention in the deepening of the Course Design and Teaching
competences. Barbara has moved her interest away from the Pro-
fessional Approach towards Course Design. She is the lecturer in the
cellMoved Away From Professional ApproacheMoved Toward Course
Design (Table 9).

Barbara's TBI profile shows the beliefs and intentions of very
strong student-centred teachers (Fig. 3). Her values for Facilitative
teaching, Interactive teaching, and Pastoral interest are a maximum
(5.0) and the values for Imparting Information, Knowledge of
subject, and Training for jobs are much lower (2.0 and 3.0,
respectively).

Over the past five years, Barbara has designed courses, intro-
duced interactive lectures and tutorials, team-based learning, and
new lab sessions. She worked in a team of three lecturers. For
Barbara, active learning was especially important. She has regis-
tered for a faculty education innovation call (question 7) and has
attended training courses. She appreciated the collaboration with
colleagues and especially her freedom to design a course. These
factors have had a positive influence on her professional develop-
ment (question 9). Without this support it would be very difficult

for her, and it would take much longer.
At the time of the interview, teaching is a passion for Barbara in

which she still wants to grow. She has the ambition to achieve STQ.
In the long run, her career prospects at university are not assured.
Barbara would like to continue her teaching career in secondary
education if it turns out that her career prospects there would be
better.

It can be concluded that Barbara continued her professional
development after her UTQ. She has followed her intentions as
expressed in her forward-looking reflective answer (IV.D) given the
Course Design and Teaching competency and she exceeded her
intentions expressed in her UTQ portfolio.

4.5.3. Case 3: Christoph
Christoph's response to our email was:
“UTQ was to some extent compulsory, but it also (again) re-

minds you that education should preferably be activating. I try to
achieve this in my lectures, but it remains difficult, especially dur-
ing class hours where I deal with theoretically difficult teaching
material.”

It took Christoph 8months to get his UTQ. Christoph already had
a long teaching career and followed a pedagogical training before
starting his UTQ programme. He was an assistant professor, at the
time of the interview he is an associate professor. He has been
coordinating one elective (6 EC) in a master's program with about
10e15 students for 9 years. Christophworkedwith another lecturer
on a compulsory cross-curricular course and he was involved in a
two-week research practical for a large group of students. Chris-
toph supervised several bachelor's andmaster's students with their
graduation thesis every year and had at the time of the interview
two PhD students.

In his reflective answers, Christoph referred to the Course
Design competence and to the Professional Approach competence.
We observed a move towards the Organising Teaching competence.
Christoph is one of the five participants who moved towards
Organising Teaching competence and moved away from Professional
Approach competence (Table 9).

Christoph has both student-centred and teacher-centred
teacher's beliefs (Fig. 4). The values for Interactive teaching, Prob-
lem solving and Motivating students (4.5, 5.0 and 4.5 respectively)
and the values for Knowledge of subject and Training for jobs (4.5
and 4.0 respectively) are high. The profile shows that Christoph's
beliefs on Interactive teaching and Problem solving are somewhat
higher than his intentions, supporting his observation that it is
more difficult to activate students when the concepts to be learned
are more difficult and more explanation is needed.

In consultation with another lecturer or his PhD student,
Christoph has made minor improvements to his courses over the
past five years. He experienced neither positive nor negative factors
that would influence his professional development (question 9).
Christoph saw no need to seek help for his development.

The UTQ has somehow helped Christoph to think more about
education. He said in the interview that he “still talks too much” in
his classes. Therefore, in the past five years after he obtained the
UTQ certificate he focused on the improvements of his courses on
increasing student engagement and motivation in learning. He
introduced a session in the course that required all students to
prepare and to present iterations of the material covered in the
course. He plans to continue on this path in the future. High values
for Interactive teaching and Problem solving in his TBI profile un-
derpin his ambition.

Christoph felt obliged to obtain his UTQ five years ago, but
looking back, he appreciates the attention paid to teaching and
active learning through the introduction of the UTQ programme.
After obtaining the UTQ certificate, Christoph continued to ensure
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the quality of the courses by making small improvements to in-
crease motivation and active learning.

4.5.4. Case 4: Dora
Dora's answer to our email was: “For me, the UTQ process was a

real prelude to more knowledge and experience with education and
educational innovation. I really wanted to do it and didn't see it as an
obligation. For me it was the start of learning how education works,
and for the next five years after I've obtained UTQ I continued to
develop myself further. I also obtained my Senior Teaching Qualifica-
tion last year.”

It took Dora 11 months to get her UTQ. She started as lecturer 4
(Dutch scaling). At the time of the interview, she was promoted to
lecturer 3. In addition to her teaching, she had a coordinating role in
one of the programs and she was leading a group of lecturers and
teaching assistants in one bachelor's programme. Dora was
involved in several faculty-wide educational innovation/develop-
ment projects.

In her answer to Question IV.B, Dora referred to Professional
Approach and Teaching and in her answer to question IV.C to
Professional Approach and Course Design. In the answer to ques-
tion IV.D, she showed an interest for the competences Professional

Fig. 3. TBI profile of Barbara.

Fig. 4. TBI profile of Christoph.
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Approach, Teaching and Organising Teaching. Dora is in the group
of 7 participants who moved away from Course Design and moved
towards Organising Teaching (Table 9, see also Fig. 1).

Dora's TBI profile shows the beliefs and intentions of extraor-
dinarily strong student-centred teachers (Fig. 5). Her values for
Facilitative teaching and Interactive teaching are a maximum (5.0)
and are both much higher than the values for Imparting informa-
tion and Knowledge of subject (2.0 and 3.0 respectively).

Dora told us that she has been developing faculty-level curricula
for the past five years. Shemanaged to get support (question 7). She
often collaborated with a colleague with whom she received a
national grant for a major educational innovation project and also
some faculty projects. Dora has received support and appreciation
for her work from the programme director. She attended several
workshops. If Dora noticed that something needed to be improved
in education, she didn't have to ask permission from her principal.
Informing about this was sufficient. Dora loved her job very much
and did much more than she was paid for.

Dora indicated that her program director's appreciation and
support were very important to her development (question 9). On
the other hand, she received little recognition from the higher
faculty management. She noted that at the faculty level, only suc-
cess in research seems important. She lamented that often the best
teachers were rejected because of such personnel policies.

Dora has achieved her STQ. She has improved the Organising
Teaching competence that she has indicated in her UTQ portfolio
and she has even exceeded her intention. Education and educa-
tional development were Dora's passion in which she still wanted
to grow. She has invested in her development and has received
support. Although Dorawas very happywith her work and proud of
her achievements, she was not satisfied with the attitude of the
Faculty Board towards educational development and innovation in
general and her work therein.

4.5.5. Case 5: Eduard
Eduard's response to our email was: “Sorry for my late response

to your email. Yes, I'm pleased to talk with you but remember that I had

a short tailor made UTQ programme and I didn't follow any UTQ
workshops.”

It took Eduard 8 months to obtain his UTQ certificate. He was
already a professor five years ago and already had a long teaching
experience. At the time of the interview he coordinated a
compulsory bachelor's level course for about 120 students in
various degree programs and taught master's level course that was
also accessible to the people from industry. He also gave a special
course at national level for people in important positions whowant
to delve into a particular subject. He supervised several PhD
students.

Eduard referred to the Course Design (IV.B) and to Teaching and
Professional Approach competences (IV.C). In his answer to ques-
tion IV.D, Eduard referred to the Professional Approach and
Teaching competences and a broader spectrum of involvement in
education, saying: “… continue to contribute and improve my per-
formance in the broad spectrum, from guest lectures in high schools to
specialized teaching in international PhD schools.” The Professional
Approach competence was very strongly represented in the re-
flections in Eduard's UTQ portfolio. Eduard was classified in the
group of 10 who moved away from Course Design and made No
Move Towards (Table 9).

Eduard's TBI profile shows a student-centred approach, with
high values for Interactive teaching, Facilitative teaching and
Motivating students (4.5, 4.0 and 4.5, respectively) (Fig. 6). At the
same time, he has a high value in Imparting information and in
Training for jobs (5.0 and 4.5 respectively). This is in line with his
active commitment to the role of the university in society and his
views and actions in this regard.

After his UTQ, Eduard developed one flipped classroom course
in a development team with two teaching assistants. Eduard also
developed a new course together with a teacher who was working
on his STQ. The STQ was also on Eduard's wish list. Eduard thought
a lot about how he would organize the assessment in his course. A
traditional exam is not always a good solution for him. Mandatory
attendance and active involvement during a course could be a
better and more motivating approach to assessment than

Fig. 5. TBI profile of Dora.
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traditional exams. Eduard's involvement in education was very
intensive in the past, but lately he focused more on research and no
longer in education-related committees (question 4). Eduard
answered to question 9 that personal motivation was the most
important factor for his development. But the ‘climate’ was also a
crucial factor. He explained, “Everyone now believes that education is
important.” The negative effect factor for him was lack of time.

It can be concluded that Eduard has realized his intentions as
expressed in his UTQ portfolio. He felt stimulated in his pursuit of
improving teaching and learning and has broadened his intentions
by dedicating himself to the wider role of the university in society
and has an STQ on his wish list.

5. Discussion and conclusions

Research question 1. The majority of participants mentioned
developing the UTQ competences Teaching, Course Design and
Professional Approach, while the competences Supervising Stu-
dents and Organising Teachingwerementioned less often (Table 4).
The development of Course Design competence was mentioned
equally often, regardless of the background of the participants. The
following correlations with the participants' background variables
were found. Developing the Teaching competence was mentioned
relatively more often by participants with a higher job profile and
associated teaching tasks, such as teaching relatively large groups
of students. This may be contrasted with finding by €Odalen et al.
(2019) that experienced lecturers less often report pedagogical
training courses as being relevant to them. Developing the Pro-
fessional Approach competence was mentioned relatively more
often by participants who did not supervise master's theses or PhD
students (Table 6) and these correlations were stronger and more
significant than the correlation with job profile (Table 5). Devel-
oping the Supervising Students competence was rarely mentioned
but relatively more often by the participants with a lower job
profile (Table 5), and significantly less by participants who super-
vised PhD students (Table 6). Eduard, Christoph and Annemarie
from our five cases were lecturers who have supervised PhD stu-
dents. The conclusion by €Odalen et al. (2019) that pedagogical

training courses are less relevant to experienced teachers could be
limited to the short 2e5 week courses that they investigated. On
the other hand €Odalen et al. (2019) also found a significant increase
in self-reported teaching skills for all subgroups during these
courses. That's closer to what we found and puts some nuances on
their final conclusions.

The lack of attention for the Supervising students competence
could be explained by the participants' confidence in this compe-
tence at the start of their UTQ programme and their ability to
provide direct evidence for this in their UTQ portfolio. The ambition
of our UTQ programme was to provide opportunities to improve
some knowledge, even if participants already have sufficient
competence to obtain the certificate. To address this shortcoming,
in 2020 we developed a feedback questionnaire to be completed by
the supervised student and a series of reflection questions for the
lecturer-supervisor about their experiences. In contrast to Silander
and Stigmar (2019) who recommended mandatory workshops, we
opted for a new activity that is strongly related to work practice
(Dochy et al., 2011; Gamrat, Zimmerman, Dudek, & Peck, 2014). In a
small pilot we received positive responses from the participants
and their students, and the Supervising Students competence was
nowoftenmentioned in their reflective answers IV.B, IV.C, and IV.D.
More research is needed to draw conclusions. Developing the
competence Organising Teaching during the UTQ programme was
rarely and relatively less mentioned by those who had experience
teaching large groups (Table 6).

Research question 2. All participants in our study have
expressed the intention to further develop competences. At the
individual level, different interests can be seen, but at the collective
level the competence Organising Teaching, stands out as the new
interest of 37.2% of the group (Table 4). No correlation was found
with the job profile. We believe that the intention of the partici-
pants to develop this competence is an indication of their personal
growth during their UTQ programme from the course level to a
higher curriculum level.

Research question 3. No evidence was found for a fixed
sequence inwhich all five competences are given attention (Table 9,
Fig. 1). Attention for the Professional Approach and Supervising

Fig. 6. TBI profile of Eduard.
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Students appeared to be constant, as many participants were
moving away as were moving towards having attention for these
competences. That shouldn't happen if a fixed sequence existed, or
it should be counted as measurement error. Nor could we find any
evidence for a sequence in the development of the Teaching and
Course Design competences. In our case studies, we see that Dora,
in particular, indicated a new interest in the competence Organis-
ing Teaching. If a sequence of the five competences exists, then
Teaching and Course Design should be placed before Organising
Teaching. Moving attention away from developing the competence
Teaching often coincides with moving towards interest in Organ-
ising Teaching (Table 10). The eventual achievement of Teaching
competence makes this new broader interest possible.

Research question 4. The tendency for a new interest in
Organising Teaching was not significantly influenced by any of the
background variables considered (Tables 11 and 12). A significant
proportion of participants moved away from developing the
competence Teaching (Table 9), and this loss of interest was
strongest in participants teaching large groups (Table 12). Teaching
in large groups had a positive influence on developing this same
competence (Table 6). Thosewhomentioned having developed this
competence the most shifted their attention away from this
competence after the UTQ, probably because they felt they had
achieved what they needed.

A significant proportion of the participants (36%) moved away
from developing the Course Design competence. Again, this loss of
interest was strongest for participants lecturing large groups.
Teaching large groups while working on Course Design during the
UTQ can give confidence that one has achieved this competence.
The participants' constant interest in the Professional Approach
competence was not significantly influenced by any of our
considered background variables (Tables 11 and 12). Based on their
reflections in UTQ portfolios, we believe that the participants who
obtained the UTQ in our tailor-made, person-centred, teaching
practice oriented UTQ programme improved their lecturer's com-
petences and planned to continue professional development in a
particular direction. However, based on their reflections immedi-
ately after UTQ we don't know to what extent the participants have
realized their intentions. To find this out, we have interviewed a
selected group of participants.

Research question 5. The interviews with the selected group of
participants showed that these lecturers have developed in the
same direction as they indicated five years earlier in their UTQ
portfolio. In fact, most of them evolved beyond their answer to IV.D.
Ebert-May et al. (2011) and Stes et al. (2011) found that lecturers
often continue to use traditional teaching approaches after
completing professional development courses. €Odalen et al. (2019)
raised critical questions whether the pedagogical training courses
for lecturers have a desired effect at all and if they should be
mandatory for permanent employment or not. In our study, all five
interviewed participants implemented the UTQ vision in their
educational practice, but there were some differences in the way
they approached educational innovation, depending on their
background.We believe that tailor-made professional development
programs are needed that respond to the needs of participants.
Emery et al. (2020) found that participants of the person-centred
professional development (PD) programme maintained a student-
centred teaching approach 6e9 years after finishing the PD pro-
gramme. We saw that the actions of the five participants in our
study in their teaching practice were aligned with their teacher's
beliefs and intentions profile (Norton et al., 2005). The participants
with both teacher- and student-centred beliefs also followed the
vision of the UTQ programme to support active learning and

innovate their teaching. Annemarie, Barbara, Dora and Eduard
mentioned the positive institutional culture, peer support and
support of the programme directors as crucial positive factors that
encouraged them in their continuous professional development
(CPD). Kirkpatrick et al. (1994, 2005) argues that improving the
environment (learning-practice culture) is the evidence of a suc-
cessful professional development program. Yik et al. (2022) studied
the impact of contextual, personal, and teacher thinking-related
malleable factors on the adoption of active learning methods and
the increase in student-centred teaching beliefs of STEM lecturers.
They recommend organising professional development programs
and supporting communities of practice to raise awareness, and
they advocate for recognition of the scholarship of teaching and
learning and discipline-based education research (Henderson et al.,
2017). We argue that in our case the existence of the national UTQ
framework has been one of the most important factors in enabling
culture change but that support for CPD after achieving the UTQ
certificate as well as support of the managerial staff are equally
relevant. On the other hand, the balance of importance between
research and education is at the research universities still very
much in favour of the research when it is about the time that lec-
turers are obliged to invest.

We see three successful design elements of our UTQ pro-
gramme: tailor-made, person-centred, and teaching practice-
orientated. The tailor-made flexible design ensures a connection
with the starting situation of the participants and their personal
situation (Ambrose & Lovett, 2014). The person-centred design
(Emery et al., 2020) provides the ground for the participants to
accept a more active learning approach (Mishra & Koehler, 2006;
Freeman et al., 2014; Yik et al., 2022) and stimulates their re-
flections (Borrego & Henderson, 2014). The teaching practice-
orientated design makes it possible for the participants to directly
apply acquired knowledge in their own educational practice and to
observe the effect of their chosen innovation (Rienties et al., 2013;
Kirkpatrick & Kirkpatrick, 2005; Henderson et al., 2012, 2017; Lane
et al., 2020; Yik et al., 2022).

Limitations of our study are that we only analysed one gradu-
ation cohort of a UTQ programme in one country to define the
short-term effect on the participants who completed the pro-
gramme successfully. We interviewed only five representatives of
this cohort after five years to define a long-term effect. We
recommend to design tailor-made, person-centred and teaching
practice oriented training programmes and do more research to
define the specific impact of each design element.

In conclusion, we add that a recent growth of Teaching and
Learning Centres at many institutions promotes a positive atmo-
sphere towards teaching and supports lecturers in their continuous
professional development. All Universities should recognize the
efforts of lecturers and their enormous potential to improve the
quality of higher education.
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Appendix A

Background of the participants as used in 4.2 and 4.4.
Table 14 shows correlations between general background

variables.
Tables 15 and 16 show correlations of general background var-

iables with teaching experience, and with disciplines, respectively.

Table 14
Correlations (Kendall's Tau) among general background variables (N ¼ 61 or 60a).

Background variable 1 Background variable 2

Job profile Age at UTQ-finish Starting year UTQ Duration UTQ Gender

Job profile 1 .56*** .08 �.02 .27*
Age at UTQ-finish 1 �.09 .10 .24*
Starting year UTQ 1 �.49*** .03
Duration personal UTQ trajectory 1 �.05
Gender 1

*p < .05, **p < .001.
The job profile correlates positively with age: a higher ranked job occurs more often with higher age (p < .001).
� The job profile correlates with gender, there are relatively less women in higher ranked functions (p < .05).
� Age correlates with gender: the women in the population were younger than the men (p < .05).
� Because all selected participants finished within one academic year between September and May the UTQ starting year and the duration of the UTQ trajectory are slightly
dependent variables: Participants who started in an earlier year had a longer duration of the trajectory (p < .001).

a N ¼ 60 for correlations where job profile is involved, 61 for the rest. A single freelancer did not have a profile.

Table 15
Types of teaching experience, correlations with general background variables (Kendall's Tau, N ¼ 61 or 60).

Background
variable

Type of teaching experience

Lectures groups larger or
about 100

Lectures groups smaller
than 100

Study groups/
seminars

Practical/lab
sessions

Supervising Bachelor
Thesis

Supervising Master
Thesis

Supervising PhD
Thesis

Job profile .37** .47*** �.04 .12 .480*** .49*** .68***
Age at UTQ-finish .26** .46*** �.01 .26** .47*** .49*** .55***
Starting year UTQ .18 .03 .02 �.16 �.01 .03 �.08
Duration UTQ

trajectory
�.11 �.11 .02 .08 �.02 �.06 .07

Gender .11 .19 .10 .12 .24 .20 .29*

*p < .05, **p < .01, ***p < .001.
� The hight of the job ranking correlates positively with:
B experience in lecturing groups�100 students (p < .01).
B experience in lecturing groups <100 students (p < .001).
B experience in supervising bachelor theses (p < .001).
B experience in supervising master theses (p < .001).
B experience in supervising PhD theses (p < .001).
� Age has a positive correlation with all the above-mentioned experience variables, which is understandable because age correlates with job ranking. The corresponding
correlations are equally strong or a bit less strong. Additionally:
B Age has a positive correlation with experience in supervising lab sessions (p < .01).
� Gender correlates with experience in supervising PhD theses: the women in our population are getting less experience in this form of supervision (p < .05).

Table 16
Discipline, correlations with general background variables (Kendall's Tau, N ¼ 61 or 60).

Background variable Discipline

General Academic Skills
teaching

Sciences: Chemistry, Physics, Astronomy and
Mathematics

Life
Sciences

Information
Sciences

Inter-disciplinary
Studies

Job profile �.38** .28* .17 �.13 �.11
Age at UTQ-finish �.31** .09 .25* �.05 �.08
Starting year UTQ �.13 .20 �.19 �.03 .24
Duration UTQ

trajectory
.04 �.03 .24* �.25* �.07

Gender �.56*** .24 .12 .14 �.08

*p < .05, **p < .01, ***p < .001.
� Teaching in the discipline of general Academic Skills correlates significantly with:
B Job profile: participants in this discipline have lower-ranked functions (p < .01).
B Age: participants in this discipline are younger (p < .01).
B Gender: Academic Skills lecturers are more often women (p < .001).
� Teaching in the discipline of Exact Sciences correlates positively with job profile: participants teaching in this discipline more often have higher ranked functions (p < .05).
� Teaching in the discipline of Life Sciences correlates positively with:
B Age: participants in this discipline are more often of higher age (p < .05).
B Duration of UTQ: participants in this discipline took longer time to achieve the UTQ certificate (p < .05).
� Teaching in the discipline of information Sciences correlates negatively with duration of the UTQ-trajectory: participants teaching in this discipline took shorter time to
achieve the UTQ certificate (p < .05).
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