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SUMMARY

This is the report of a study we conducted into the internationalization at teacher training
courses in the Netherlands. At the request of the National Agency Erasmus+ (NA), an
inventory was made of how the Erasmus+ Programme is or could be employed at teacher
training courses — both in terms of scope and content — in such a way that it contributes to
the development of international competencies in teacher trainers and their students (future
teachers).

Occasion

The Erasmus+ Programme wants to contribute to the development of international
competencies through, among other things, enabling international exchange and collaboration.
Each year, more than 15,000 students and pupils from all educational sectors go abroad with
a Key Action 1 grant from Erasmus+. That same action line also enables more than 4,000
education professionals to go abroad for a professionally relevant exchange activity. In
addition, Erasmus+ subsidizes for the teachers and staff of educational institutions the setting
up of international strategic partnerships funded through subsidies from the Partnerships
Action Line (Key Action 2). With these two action lines, the Erasmus+ Programme wants to
make a contribution to the development of internationally competent education professionals.

Especially for future teachers, their trainers and everyone involved in the training and further
professionalization of teachers and future teachers, it seems important to be internationally
competent. Being internationally competent means: having the knowledge, attitude, and skills
to successfully interact with children and people from different linguistic and -cultural
backgrounds: to be familiar with and involved in international themes, institutions, and
perspectives; and to be personally development oriented. Specifically for teachers and future
teachers, this means being able to handle the increasing international and intercultural diversity
of the students and pupils in all types of education and provide bespoke teaching to all.

Earlier research has shown that international mobility contributes to the acquisition of
international competencies among education professionals and has a positive impact on the
educational institutions involved. Paying attention to internationalization in teacher training
would therefore appear to be of the utmost importance. However, there is a perception that it
is precisely the students in these institutions who ‘go international’ less often compared to their
peers in higher education. Teacher training courses appear to be the least internationally, and
the most nationally and regionally oriented courses in Higher Vocational Education (HBO).
The question is why students in teacher training courses do not do this and what obstacles
they might possibly face.

Insofar as studied, it is clear that teacher training courses do find internationalization important
to the personal and professional development of their students. It is also known that there is a
big difference between the extent to which internationalization forms part of the institution’s
policy and/or the degree to which it is actually part of the teacher training curriculum. There
are training courses who have internationalization at the top of their agenda, but in others
nothing has been formally set down. There is also a large amount of variation in the execution.

In summation, we can say that the development of international competencies is considered
of particular importance to teachers and future teachers. However, in teacher training courses
there appears to be less focus on the subject than desired. The Erasmus+ Programme aims
to stimulate internationalization especially in teacher training courses. Erasmus+ can offer
financial support for



internationalization efforts, even though here as well there is a perception that is not made
use of as much as possible. This is why the National Agency Erasmus+ wants to gain more
insight into the ways it can contribute as an organisation to growing internationalization and
a greater utilization of Erasmus+ subsidies in teacher training courses. It is therefore
important to gain knowledge about the content, organization, suitable forms of
internationalization, and intended impact of internationalization activities in teacher training
courses.

As the National Agency Erasmus+ allocates subsidies among the various courses and
universities, there is no insight into which part thereof is specifically used for the teacher training
courses of those institutions. The question of how many teachers and students ‘go international’
via Erasmus+ has not yet been answered. Gaining more knowledge on this issue is an
important reason for this study.

The following four research questions were leading for this study:

1 What is the current state of affairs within teacher training courses regarding Erasmus+
projects, both with regard to KA1 projects (teachers’ and students’ mobility) and KA2
projects (strategic partnerships with a focus on the teacher trainers) in figures (size,
breakdown for education/study)?

2 What image of internationalization do teacher training courses have, and how much
importance is attached to internationalization?

3a What is the policy with regard to internationalization among teacher training courses and to
what extent is Erasmus+ integrated in these policy plans? If it has not been, what is the reason?
How could Erasmus+ fit in the policy plans and the curriculum? 3b What do teacher training
courses want to achieve with Erasmus+? 3c To what extent does Erasmus+ contribute to the
professionalization of trainers?

4 What are the fostering — and impeding — factors in the Erasmus+ Programme that cause
teacher trainers and students (teachers in training) learn much — or little — from an international
experience? Are there any good examples that could serve as an inspiration for the entire
sector?

Study Design

The study which is being reported on was conducted between September 2020 and March
2021. All funded teacher training courses of universities of and universities applied sciences
were approached for this study, as were the university departments responsible for
professionalization for the benefit of the basic and senior educational qualifications (BKO/SKO).

For the purpose of delineating the extent to which internationalization forms part of the various
training courses (first research question), a digital questionnaire was sent to those staff
members who — to the best of our knowledge — are involved in the internationalization of all
teacher training courses and to the departments that are involved in the educational
professionalization for the basic and senior educational qualifications (BKO/SKO) of the teachers
at universities.

The three other research questions were answered through a qualitative follow-up study
conducted at a selection of the above-mentioned teacher training courses. The
internationalization policy plans of 17 training courses which differ in type of training?, location
and size were analysed and a total of 30 staff interviewed. These training courses were known
to use the Erasmus+ Programme based on the results of the questionnaire.



Outcomes and Conclusions

The results and conclusions of the study are reported per research question. Quotes were
taken from the interview transcripts.

1. What is the current state of affairs among teacher training courses regarding Erasmus+
projects, both with regard to KA1 projects (teachers’ and students’ mobility) and KA2 projects
(strategic partnerships with a focus on the teacher trainers) in figures (size, breakdown for
education/study)?

On the basis of this study, we have been unable to determine how often training courses use
Erasmus+ and how big the size of the amount is in relation to the total internationalization
budget. This has to do with the strongly varying ways in which institutions for higher education
implement their internationalization policy. The larger institutions often have an
internationalization office or department with its own budget. These departments also manage
the financial affairs for the training courses and in this type of situation it is not always clear at
the educational level where the subsidies originate from. At the educational level, it is often
the teachers who are allotted a number of non-teaching hours for the coordination of
internationalization. The number of available hours varies between zero to forty hours a week
and has an impact on the extent to which they have knowledge of sources of funding for
internationalization activities. A number of them are familiar with Erasmus+ and are aware of
the conditions that apply to a KA1 and KA2 application. This, however, does not hold true for
others. They are internationally active at the planning and execution level and ‘ask’ for money
from the department handling the budget and financial processing.

Most teacher training courses say they make extensive use of Erasmus+ for both students and
educational staff who go abroad. According to respondents’ estimates, students in the second-
level teacher training courses most often go abroad on an Erasmus+ scholarship. The
percentages of students who go abroad via Erasmus+ as supplied by the respondents vary
greatly and would appear to be less than reliable. Students more often go abroad for part of
their studies than for an internship because in the latter case they would have to be able to
speak the mother tongue of the country they visit, which in most cases they do not.

Teachers at the PABOs (Pedagogical Academy Primary Education), The second-level
training courses and the ALO (Academy for Physical Education) are the ones who most often
go abroad on an Erasmus+ scholarship, but here as well the numbers quoted vary greatly. In
a relatively large number of cases, respondents do not have exact data on the subject. Half
the training courses say they use KA2 subsidies for strategic partnerships. Many respondents
belonging to the other half say they do not know whether KA2 subsidies were used.

2 What image of internationalization do teacher training courses have, and how much
importance is attached to internationalization?

With regard to internationalization at teacher training courses, the conversations often are about
students going abroad. Participants say that their colleagues find this important as well, and that
it is often linked to the need for students to become acquainted with ‘abroad.’

1 PABO (Pedagogical Academy for Primary Education), Second-level qualification for AVO (general
secondary education/VMBO and MBO (pre-vocational secondary education and training) and for the
vocational and agricultural education and training, Academie voor Lichamelijke Opvoeding (ALO,
Academy for Physical Education), subject teacher training courses for the arts, university teacher
training courses and the BKO/SKO sector.



“When it comes to the students, it's about broadening their view and looking beyond the place
they know now. As a university of applied sciences, we often deal with students from small
towns and villages. The city we’re in is the biggest city they know, with many multi-cultural
neighbourhoods. For some, this really is a new image. So, when talking about
internationalization, it is also very much about looking beyond the place that you know.”

The participants in this study find internationalization especially important and are often in the
vanguard. The extent to which internationalization is considered important by colleagues and
management varies per type of education. PABOs and second-level teacher training courses
tend to find internationalization more important than, say, the university teacher training
courses. At the latter type of education, internationalization is primarily considered important
as part of the university’s research activities and as a way of putting the university on the
‘international’ map. Internationalization is considered particularly important but has to compete
with many other curricular themes demanding the teacher trainers’ attention.

“l do offer the material, but not everyone wants to make use of it. | really can’t say precisely, |
think it also has to do with the general workload, our curriculum is pretty full as it is. This also
means it would result in an increased workload. And | can imagine that when this is not the main
focus of your job or curriculum, you would go like, yeah, it is all a bit much already. And there
are also colleagues who are a bit more energetic about this issue, who are a bit more
adventurous. And then there are also colleagues who take a more conservative approach, who
don'’t really see the point. So, you see that different colleagues and people have a different
approach.”

If they want, students in the teacher training courses can almost always go abroad for part of
their studies, except in the university teacher training courses. Among the reasons cited by
students for not going are the fear of sustaining a delay in their studies and also financial
considerations. Even with a grant, it is still expensive to go abroad and often entails giving up
the side job and the accompanying income. Not wanting or being able to leave home is another
reason for not going. For part-time students, the latter is often an important motive due to care
responsibilities and also because they often have a job.

Teachers at teacher training courses are almost always granted permission to go abroad as
part of their professional development or work. According to the respondents, not many
students avail themselves of this opportunity because they face a heavy workload and
teachers have no time to go. It can also be difficult (today more so than in the past) to roster
in days off by making their own arrangements with their students.

“... what we are very much confronted with these days, is that before we were allowed to
reschedule our classes ourselves. If, for instance, | saw that | had three classes on days
when | had to be abroad, | would reschedule them. None of this is allowed anymore. You
have to announce it umpteen weeks in advance. So, your no longer as flexible.”

In addition to the permission, which is usually granted, the staff who ‘go for internationalization’
often depend on the moral and financial support of the management. They want to see their
commitment rewarded. There also are managers who are highly enthusiastic and promote
many activities in the field of internationalization.

3a What is the policy with regard to internationalization among teacher training courses and to
what extent is Erasmus+ integrated in these policy plans? If it has not been, what is the reason?
How could Erasmus+ fit in the policy plans and the curriculum?



All universities and UASs of which staff members were interviewed have an internationalization
policy plan at the institutional level but its existence is not always known to the participants in
the interview. At the PABOS, internationalization policy is most frequently also set down at the
educational level and in all cases known to the participants. In the policy plans,
internationalization is formulated as part of the quality that the institution seeks to provide.
Quality aspects are: contributing to diversity, to the intercultural society, and to world citizenship.
Institutions want to produce students who can participate therein.

At the policy level, internationalization is often linked to the professionalization of their staff.
Among the goals mentioned are language skills (for English language education), being able
to cope with diversity, and developing and maintaining an international network in their field.
Most policy documents explicitly refer to the Erasmus+ Programme and usually also to the way
in which it is employed. Most institutions use it for student mobility and in a minority of cases
for teacher and/or staff mobility.

3b What do teacher training courses want to achieve with Erasmus+?

As not all participants are familiar with Erasmus+, the question is also what teacher training
courses want to achieve with their internationalization activities. Internationalization was often
found to be included in the part of the curriculum that is compulsory for all students, such as
the obligation for every student to spend at least a week abroad. Other times, it is about
internationalization@home.

“Internationalization is often seen as mobility, but also comprises inclusiveness, diversity, and
intercultural competences, and we are a highly diverse school and a diverse training course
and also a city where all kinds of things are going on. So, there is a growing insight that
internationalization does not by definition mean mobility, but also very much, say,
internationalization@home.”

The educational goals that training courses link to internationalization touch on the
international competency already mentioned earlier. It is self-evident to everyone that
this is also about teacher skills.

“... intercultural competencies are especially important to a prospective teacher, in order to be
able to interact well with their own class, understand them, be aware of the fact that it comprises
different cultures, and to have a better feeling for that and also to know, like, yes, you should do
this and definitely not do that and how to deal with that. So, eventually, | do think that because
they’re prospective teachers, that they are better able to interact with their class. And to have
better tools to look at that and act on it.”

In addition to a compulsory element in the curriculum, training courses also offer many
optional subjects and courses that students in Higher Vocational Education can choose
from. There is nearly always an internationalization minor included, (with a six-month length
of study) which always fits a stay abroad.

According to the participants, internationalization always has a great added value for the
students, both personally and professionally. Students become wiser, more mature, get new
ideas, and itis an enriching experience. Itis about benefit for the student as a future teacher.
They learn from different content and other didactical approaches. In all cases, it is also
highly valuable on a personal level.



3c To what extent does Erasmus+ contribute to the professionalization of trainers?

In a marked contrast with the promises contained in the policy plans, less than half of the
participants say that internationalization forms part of the training course’s professionalization
policy. But it is, however, always possible to go abroad for one’s own continued professional
development. Outcomes mentioned in this context are building an international network,
developing international competencies, sharing knowledge with international partners, and
linking knowledge sharing, research, and education. Teachers find this important, but also
mention impediments to a foreign stay, such as an overly full programme. At the university
teacher training courses, professionalization and internationalization are often thought of in
terms of international research.

“Internationalization is often linked to the professional development of staff, but then primarily
consists of visiting foreign conferences. Otherwise, itis very much left up to the staff members
themselves. It is, of course, true that if you want to conduct doctoral research, you must have
presented the research in an international setting. So that’s being promoted. Also, for doctoral
students to attend foreign conferences. And, of course, for staff with a research task. But
beyond that, not really. The staff member would have to take the initiative.”

4 What are the fostering — and impeding — factors in the Erasmus+ Programme that cause
teacher trainers and students (teachers in training) learn much — or little — from an
international experience? Are there any good examples that could serve as an inspiration
for the entire sector?

The Erasmus+ Programme always fits in policy plans in which — we have found — what the
institution wants to be and propagate is set down at the strategic level. And Erasmus+ also
offers more than enough for teacher trainers and students (prospective teachers) to learn much
from an international experience. It fosters internationalization and educational outcomes
because there is always a follow-up to a foreign stay. Students can present to others what they
have experienced and how they benefitted.

“...I say: ‘And this student just returned from Norway and is going to talk about what a great time
he had over there. Make sure to listen to his story.” So, they listen with bated breath. So,
everybody then wants to go to Norway. So, | think to myself: that is the power of
internationalization. | think that power has to reside in students, maybe even more than in us.
And, of course, we have to tell them about it, make them aware. Unknown, unloved. But | also
think that as a coordinator, I'm not using that enough. Using sounds a bit like a nasty word, but
students also love to share, they also want to inspire.”

To staff members, the networks they build with other European partners are highly
valuable. International encounters always generate much enthusiasm.

“We discussed with six international teacher training courses which teachers we really want to
produce as training courses. That was quite valuable. You then get to see how different that is
and at the same time that they would be able to teach anywhere. Great examples are the
partnerships we have with a number of countries. Erasmus+ was involved at the start. We just
simply looked at where our Erasmus+ partners are located, and this resulted in three countries.”

For the participants, the Erasmus+ Programme also includes elements which make that it is
used less than desired. They also indicated what Erasmus+ can do to be used more or become
more attractive.



Erasmus+ is less well-know than desired. Many more colleagues should be made aware of its
existence and possibilities. Erasmus+ promotional material could be helpful in this respect,
such as videos or publications.

Specifically, as regards KA2, the substantial administrative burden is seen as the main obstacle,
linked to a low chance of success. Applying requires a high level of expertise and actually more
than interested parties have. This is discouraging. In addition, the required co-financing for a
partnership is high and the daily allowance low, which is why managers are often less than
enthusiastic. In any case, making the information and the required administrative burden less
voluminous and complicated would be a solution.

“Well, to me it would be highly convenient if | had a better idea of how such a KA2 application
works. | have searched high and low, and also looked at that old project, that lady knew a lot,
asked her: ‘Hey, where can | find out how it works?’ And | also called the project coordinator in
the UK: “You will have to help me a bit,” because budgets and all those kinds of things. And also
internally, it was part of a larger project, so there is a department for that as well, they monitor
the situation, and our own financial department, and project numbers. It would be really helpful
if there was an easy-to-use manual, because it is really very diverse and complicated.”

Especially for students, the Erasmus+ Programme is not always attractive as it involves a
relatively long stay (of at least two months). Students who choose to leave for a longer period
want to go farther away than Europe. Participants believe that Erasmus+ should also facilitate
shorter (and therefore more intensive) student exchanges. According to the participants, the
educational yield is equal or higher and more students could then benefit from a foreign stay.

“Erasmus+ does not sufficiently respond to new developments. Shorter stays are of much
greater benefit to students. Shorter stays used to be part of Erasmus+ in the past. And | just
know, when you’re talking about European identity, how mutual collaboration is fostered by
immersing students around one theme for three weeks and have them work closely together.
The results are much bigger, and it is easier to build a long-term collaboration. When, as a
student, you go study somewhere for a few months, you don’t build ties with other students.
When you put students together for three weeks and have them work together intensively, on
one part of the education and often linked to actual practice, you just simply see long-term
intensive international collaboration come about. The new Erasmus+ Programme no longer
facilitates that short stay and that really is a deathblow.”

In a number of cases, itis the costs of a foreign stay that keeps students at home. An Erasmus+
grant is a nice supplement but going abroad will always require having some additional money
of your own, which makes going abroad on an Erasmus+ grant the preserve of a select group
of students.

In Conclusion

A highly diverse group of people filled in the questionnaire or were interviewed, which makes
if difficult to determine with any degree of reliability to what degree students and/or colleagues
go abroad and to what extent they make use of the Erasmus+ Programme. The study did yield
a realistic, nuanced, and multi-facetted image of the way in which and the extent to which
internationalization forms part of teacher training courses and its benefits according to the
respondents/participants. In addition, they indicated what can be done to boost employment
of internationalization and Erasmus+.

Within the teacher training courses, internationalization is important for both the personal and
professional development of the future teachers. ‘Going international’ or ‘internationalization’

7



can and must play a bigger role at teacher training courses. The ball is partly in the court of the
teacher training courses themselves, but also partly in the court of the National Agency
Erasmus+.



INTRODUCTION

This is the report of a study we conducted into internationalization at teacher training courses in
the Netherlands, particularly the use and impact of the European Erasmus+ programme. At the
request of the National Agency Erasmus+ (NA), an inventory was made of how the Erasmus+
Programme is or could be employed at teacher training courses — both in terms of scope and
content — in such a way that it contributes to the development of international competencies in
teacher trainers and their students (future teachers). An underlying question is whether opinions
and ideas on the results (the impact) of international mobility and cooperation are being shared
by the teacher training courses. What are the intended goals of internationalization in training
courses and what are the means employed to achieve them?

The study was conducted between September 2020 and March 2021. All funded teacher training
courses of universities and UASs (UASs) were approached for this study, as were the university
departments responsible for professionalization for the benefit of the basic and senior
educational qualifications (BKO/SKO).

A questionnaire was widely distributed; based on the results, respondents from 17 teacher training
courses were invited to participate in a follow-up study by means of interviews. For reasons of
privacy, no names of institutions or persons are mentioned in the report.

OCCASION

About the Erasmus+ Programme

The Erasmus+ Programme wants to contribute to the development of international
competencies through, among other things, enabling international exchange and cooperation.
Each year, more than 15,000 students and pupils from all educational sectors (PE (primary
education), SE (secondary education), MBO (vocational secondary education), HBO (higher
vocational education) and UE (university education)) go abroad with a Mobility grant (Key Action
1) from Erasmus+. That same action line also enables more than 4,000 teachers and other
education professionals (team leaders, managers, instructors, teachers’ assistants) to go
abroad for a professionally relevant exchange activity (teaching or following a training course,
an internship, job shadowing). Within the Erasmus+ programme, students can study abroad for
a period varying from three to 12 months (including a supplementary internship, if planned).
For the purpose of internships, a stay of between two and 12 months is possible. Teachers and
support staff can avail themselves of the Erasmus+ programme for a stay varying from two
days to two months. The length of stay and the subsidy amount depend on the nature of the
activities/type of work undertaken abroad.

In addition, Erasmus+ seeks to enter into strategic partnerships using subsidies from the
Partnerships action line (Key Action 2). These projects enable education professionals to
engage in international collaboration, visit each other, and create and implement training
courses (as well as other activities).

With this programme, Erasmus+ wants to contribute to the development of internationally
competent educational professionals. Being internationally competent implies (also see
Onderwijsraad (Education Council), 2016):



Intercultural competence. l.e., possessing the knowledge, attitude and skills that enable you to
successfully interact with people from different linguistic and cultural backgrounds. To be divided
into:

o An open and interested attitude.

o (General) knowledge of language, culture, and communication.

o Skills to communicate and collaborate in international contexts.

An international orientation. This implies being familiar with, and involved in international
themes, institutions, and perspectives. To be divided into:

o Being involved in and aware of developments in the society and the world.

o Being familiar with international developments in the practice of one’s field and profession.

Being personally development oriented. That is to say, possessing individual competencies
which are not only acquired in, or relevant to, international contexts, but in fact crucial to being
able to function in those contexts and also furthered thereby.

Possessing or acquiring international competencies would appear to be of particular importance
to future teachers, their trainers and those involved in the professionalization of teachers. The
international and intercultural diversity of the pupils/students in all types of education is on the
rise, as is the desire and felt necessity to provide all of these students with bespoke challenges
and attention to their needs. In addition, international cooperation and exchanges are
increasing, which requires world citizens: people who view the world as the society they want to
contribute to and engage with, not just their own country and hometown.

Itis important for internationalization that lecturers and teachers have an international orientation
and possess the specific didactical skills necessary for internationally oriented education. There
is widespread agreement on the need to give proper shape to internationalization in education
and more specifically in the teacher training courses. (Messelink, 2019; Onderwijsraad, 2016).
And there is a broadly shared notion that international mobility experience can positively
influence the professional development of these education professionals.

Which are the Benefits of International Mobility?

Over the past years there has been much research into the deployment and impact of
internationalization and mobility, including at the initiative of and commissioned by Erasmus+.
Verbeek (2019) studied the influence the international mobility of education staff has on their
professional development as well as on the development of the school they work at. The study
focused among other subjects on the mobility subsidized by Erasmus+, however, as staff cannot
always say through which source of financing their mobility is being supported, other forms of
education staff mobility have been included for comparison’s sake. International mobility appears
to contribute to intercultural, professional, and personal development; the capacity for
cooperation increases as the network has been enlarged, and international mobility has a
positive impact on their own educational institution. Exactly what role Erasmus+ plays in this
respect cannot be determined on the basis of Verbeek’s study. It is recommended to conduct
further research at the training level.

As a follow-up to this study, a qualitative case study was conducted in 2020 (Kans, Driessen,
Achterbosch, & Gremmen, 2020). The study sought to determine what the outcomes of
internationalization activities are per case with regard to the professional activities of the
education staff as well as the impact on the educational organization. At issue are the
outcomes and impact as experienced by the professionals involved in the study. The outcomes
for professionals are consistent with the results from the Verbeek study. Internationalization
activities contribute to their professional and personal development, they grow in intercultural
competence, feel stronger in cooperation competencies, and also experience that their
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development impacts their organization. Those are precisely the outcomes that individuals
mention as also having impact on their organization. This inventory also shows that the impact
on the organization is enhanced by factors such as: enthusiasm among and support by the
management, embeddedness in school policies, choosing the right international partners, a
degree of focus thereon, and the monitoring of the outcomes.

Less Internationalization than desired at Teacher Training Courses

Clearly, mobility contributes to the acquisition of international competencies in education
professionals and has impact on the educational institutions involved. Attention for
internationalization in teacher training courses would therefore appear to be of major
importance. It would, however, appear that precisely in these training courses students are less
internationally oriented compared to other students in higher education.

The Nuffic report Feiten en cijfers uit het onderwijs. Internationalisering in beeld van het Nuffic
(Facts and Figures from the Field of Education, Internationalization in View) (2018) shows that
the teacher training courses are the most nationally and regionally oriented HBO training
courses. They attract very few foreign students while at the same time relatively few Dutch
students go abroad for their studies. The Nuffic inventory shows that just 13 percent of the
students from the HBO teacher training courses and 6 percent at the university teacher training
courses study abroad. At the second-degree teaching qualification training courses, the
language students most often go abroad as part of their education. (Data taken from DUO 2019
in Bos, 2020). The DUO figures also show that students in teacher training courses are the least
likely to study their vocational subjects abroad, followed by students in second degree bachelor
training courses for AVO (general secondary education), VMBO (pre-vocational secondary
education), MBO, and the students at primary education teacher training courses.

The Teaching and Learning International Survey (TALIS) is an international survey study
conducted by the OESO among teachers and their school leaders. It made an inventory of their
job satisfaction but also of the extent to which they feel prepared for different aspects of their
professional life. The results related to internationalization were disappointing. Only 17 percent
of the teachers in secondary education feel they are well to very well prepared for teaching
multicultural/multilingual groups versus, for instance, 83 percent who felt well to very well
prepared in terms of their professional expertise. Of the teachers in primary education only 15
percent felt well to very well prepared for teaching multicultural/multilingual groups (Talis, 2019).

The Nuffic report provides important information on mobility but does not specifically concern
itself with the Erasmus+ programme. The report also does not clarify why teacher training
courses do or do not choose for mobility and/or Erasmus+ resources. More insight is required
into forms of internationalization which are a good fit with teacher training courses, the
international competencies they seek to realise, and possible obstacles they encounter in the
Erasmus+ programme.

Earlier, the National Agency Erasmus+ conducted a study into the state of affairs in all
educational sectors in the Netherlands with regard to the theme of Professionalisering en
internationalisering, in  het bijzonder stafmobiliteiten  (Professionalisation and
Internationalization, with a focus on Staff Mobilities) (Driessen et al., 2018). This study showed
that in the BKO (Basic Educational Qualification) programme for teaching staff in scientific
education at the university where this was inventoried, nothing has - as yet — been included
regarding internationalization or international competencies. In addition, it emerged that the
university teacher training course at that same university offered no possibilities to gain foreign
experience. Internationalization and international competencies do not form part of the
pedagogic-didactic element of these teacher training courses.
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Which Internationalization Policies and Activities are in place at Teacher

Training Courses?

Van den Bos (2020) investigated how internationalization does form part of teacher training
courses, both in terms of policies and activities. This study showed that teacher training courses
do find internationalization important for the individual development of students, as well as to
prepare them for the cultural diversity they will encounter in their future work as teachers.
Students have to develop intercultural competencies, which is to say, the knowledge, attitude
and skills required in the interaction with children and people with an international or different
cultural background. As regards the activities, it becomes clear that efforts are quite often
focussed on internationalization@home. This involves teaching elements intended to acquaint
the students with the unfamiliar: the international, the cultural, without actually having to travel
to that other place to do so.

According to Van den Bos, there is a big difference in the extent to which internationalization
forms part of the policy and/or actually forms part of the curriculum at teacher training courses.
There are courses where internationalization figures prominently on the agenda, whereas at
others nothing has been officially set down in policy documents. There is also ample variation
in implementation. In addition, none of the investigated teacher training courses have set down
specific targets for the different internationalization activities. The research method employed
in this study might be a factor in these results.

In summation, we can say that the development of international competencies is considered to
be of great importance for teachers, present and future, which is exactly why teacher training
courses should focus on internationalization. The Erasmus+ programme facilitates financial
support for the internationalization activities of students and teaching staff as part of their
education and/or further professionalization. A shared point of departure is that mobility makes
an important contribution to the development of international competencies, however, relatively
few students at teacher training courses travel abroad as part of their studies. This is why it is
important to gain greater insight in forms of internationalization activities suitable for teacher
training courses. The NA wants to gain more insight into how, as an organisation, it can make
an optimum contribution to making the possibilities provided by the Erasmus+ programme more
accessible to teacher training courses (the teacher trainers and teachers to be). What are the
teacher training courses’ opportunities and possibilities for employing internationalization for
the professional development of teacher trainers and teachers in training?

The National Agency Erasmus+ wants to learn more about the content, organisation and
intended impact of internationalization activities at teacher training courses. The teacher
training courses usually form part of a university or UAS. As the National Agency Erasmus+
distributes subsidies across the various universities and UASs on behalf of the European
Commission, it has no insight into which parts of these subsidies specifically are being used by
the teacher training courses at these institutions. As a result, there is also no insight in the
numbers of teachers and students at teacher training courses who travel abroad via Erasmus+
or the number of projects at teacher training courses subsidised via Erasmus+, gaining greater
insight is for the NA Erasmus+ the immediate occasion for this study.

The study was also set up to gain more insight in the way that Erasmus+ is currently being
employed at teacher training courses — both in terms of volume and of content — or could be
employed so as to contribute to the development of international competencies in teachers and
future teachers and an increase in the volume of internationalization activities at teacher training
courses. Are ideas regarding mobilization and cooperation outcomes being shared by training
courses or do they have completely different ideas on the subject? What are the intended goals
of internationalization at training courses and how do they go about achieving them? The
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research questions listed below were formulated for this purpose.

RESEARCH QUESTIONS

1 What is the current state of affairs at teacher training courses in figures (volume, distribution
per training course/study) with regard to Erasmus+ projects, both in terms of KA1 projects
(teacher and student mobility) and KA2 projects (strategic partnerships with a focus on the
teacher trainers)?

2 What image of internationalization exists at teacher training courses, and how much
importance is attached to internationalization? Is there a difference between teacher training
courses that do or do not make use of Erasmus+?

3a What is the policy with regard to internationalization at teacher training courses and how is
Erasmus+ included in these policy plans? When Erasmus+ has not been included in the policy
plans, why not? How could Erasmus+ form part of the policy plans and the educational
programme?

3b What do teacher training courses intend to achieve with Erasmus+?
3c To what extent does Erasmus+ contribute to the professionalization of trainers?

4 Which are the furthering (and limiting) factors within the Erasmus+ programme that lead to
teacher trainers and students (teachers in training) gaining much (or little) knowledge from an
international experience. Are there any good examples which could serve as an inspiration to
the whole sector?
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STUDY DESIGN

We conducted a combined quantitative-qualitative study. A first, quantitative part focusses on
determining the extent to which internationalization forms part of the different training courses.
In addition, we asked if and how Erasmus+ subsidies are applied for and used at the teacher
training courses in the Netherlands for the purpose of professionalization of teachers. The
second part of the study concerns the qualitative element at a selection of teacher training
courses in terms of images, policy, intended results, and which factors the respondents regard
as either furthering or limiting. We distinguish between phase 1 (the questionnaire) and phase
2 (policy documents and interviews) of the study. The second phase of the study also provided
data for the answer to the first research question.

PHASE 1: ANSWERING QUESTION 1

1 What is the current state of affairs at teacher training courses in figures (volume, distribution
per training course/study) with regard to Erasmus+ projects, both in terms of KA1 projects
(teacher and student mobility), KA2 projects (strategic partnerships with a focus on the teacher
trainers)?

The Questionnaire

A digital questionnaire was developed and distributed which contained questions regarding
internationalization policy, utilization of mobility by teachers and students as part of
internationalization, and the employment of Erasmus+ resources in internationalization. We
asked questions about the presence or absence of internationalization policies and whether
these policies were put into practice, and about the possibilities for students and staff to travel
abroad as part of either study or work. A second part of the questionnaire concerned the
employment of the Erasmus+ programme, which included questions such as: is it being used,
how often is it being made use of and what are the intended results. These were closed questions
with many possibilities to clarify the answers.

The many differences - particularly in the names given to activities and education staff -
between the teacher training courses on the one hand, and the university departments
responsible for professionalisation of the Basic and Senior Educational Qualifications on the
other, have prompted us to develop two separate questionnaires. The first for all teacher
training courses (see appendix 1) and a second for the university departments responsible for
the Basic and Senior Educational Qualifications (BKO and SKO). The two lists are similar in
terms of the number and type of the questions.

The Respondents

The questionnaires were distributed among all publicly funded teacher training courses and
the university departments responsible for the Basic and Senior Educational Qualifications
(BKO and SKO).

We used the overview of UASs on the website of the Vereniging Hogescholen (Association of
UASS) to compile a directory. There are 24 UASs who offer training courses within the higher
pedagogical education domain. These training courses are intended for future teachers in
Primary Education (PABOs, Pedagogical Academy for Primary Education); MAVO (General
Secondary Education), VMBO and MBO (Pre-Vocational and Vocational Secondary
Education); specific subjects in vocational education, ‘green’ vocational courses, physical
education, and training courses for the arts. Nearly all UASs have a PABO, some of them at
several different locations. Some of these PABOs have shared central services including an
internationalization office or coordination desk. In compiling the directory, both for the PABOs
and other training courses, we worked on the basis of the nhames on the list of the Centrum
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Internationalisering Lerarenopleidingen (CILO (Centre for the Internationalization of Teacher
Training Courses)). UASs are members of the CILO. The list of names we received from CILO
concerns UAS staff who have been present once or are always present - or have been — at
CILO meetings. This implies a single name for some UASs and more for others. At our request,
an active CILO member went through the list of names and deleted a few names of members
who are no longer employed by their UAS or no longer involved in internationalization. Of those
UASs who are not registered with CILO, we made an inventory of names and email addresses
in a different way. Via the UAS’s website, mails to management or the secretariat, we asked
them to provide us with a name and an email address of the person responsible for or involved
in internationalization.

We did the same for the universities. We started with an overview of all Dutch universities. Part
of whom also offer an academic teacher training course, a number of which are members of
CILO. The universities that do provide an academic teacher training course but are not CILO
members were also approached via their website and contacts to provide us with the name and
email address of the person responsible for internationalization. Through websites and contacts,
we acquired the names and email addresses of the coordinators or directors of those
departments responsible for the BKO/SKO at all universities. We eventually completed the list,
which is to say, that we had at least one and sometimes multiple names and email addresses
for all universities and UASs. The digital questionnaire was mailed to them. The accompanying
letter explained how we acquired their name and requested they forward the questionnaire in
case we had contacted the wrong person after all.

There are 24 UASs with a total of 34 PABOs. Eight of those UASs also offer second- and first-
degree teacher training courses for MAVO/HAVO (general secondary education) and VMBO
and MBO (pre-vocational and vocational secondary education). In a number of cases, teacher
training courses for the vocational subjects and ALOs (academies for physical education) form
part of those UASs. Two of the UASs that were approached offer only a second-degree teacher
training course for the vocational subjects/green sector. In a number of cases, the teacher training
courses for the arts form part of a broader UAS and sometimes of a UAS for the arts. There are nine
universities with a teacher training course. All 13 Dutch universities were approached to inventory
whether attention is being paid to internationalization in the preparation for the BKO and/or SKO.

The teacher training courses and professionalization bureaus that received the questionnaire:

The PABOs

The HBO (higher vocational education) teacher training courses for SE (Secondary Education) and
VMBO/MBO (pre-vocational and vocational education), for the vocational subjects (Teacher training
course Health Care & Welfare; Pedagogical Technical UAS) and the green sector

The academies for physical education (ALO)

The academic teacher training courses (ULO)

The teacher training courses for the arts (KVDO)
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PHASE 2: ANSWERING QUESTIONS 2, 3 AND 4
2 What is the prevalent image at teacher training courses of internationalization, and how
much importance is attached to it?

3a What is the prevalent image with regard to internationalization at the teacher training
courses and how is Erasmus+ integrated into these policy plans? If Erasmus+ has not been
included in the policy plans, what is the reason for this? How could Erasmus+ fit in the policy
plans and the educational programme after all?

3b What do the teacher training courses seek to achieve with Erasmus+?
3c To what extent does Erasmus+ contribute to the professionalization of trainers?

4 What are the stimulating (and hindering) factors of the Erasmus+ programme that lead to
teacher trainers and students (future teachers) learning much (or little) from an international
experience< Are there any good examples that good serve as an inspiration to the whole sector?

Instruments

At the same time the appointment for the interview was made, we asked each training course
about their internationalization policy plan. Our first question was about the training course’s policy
plan, and if there wasn’t one, about the institution’s plan.

On the basis of this policy plan, we used an analysis framework to determine whether the
institution/training course has an internationalization policy, whether the intended results are
broken down into staff and students and whether the policy plans include any reference to the
Erasmus+ programme.

To gain better insight into the images, practices and intended results of internationalization
practices and the factors that the respondents view as either stimulating or hindering, and
affecting the employment of Erasmus+ resources, a structured interview guideline was drawn
up (see appendix 2). The topics of the guideline — derived from the research questions — are:
the images of internationalization prevalent among colleagues, the way in which
internationalization forms part of the training course’s curriculum, the intended results of
internationalization among students and teachers/staff, if and how an appeal is made to the
Erasmus+ programme, and which goals are thereby being pursued. In addition, we specifically
asked about the factors for success and the obstacles of the Erasmus+ programme.

Participants

Staff were interviewed at a selection of the teacher training courses. The selection was made
after the results of the first research question had been processed. When we sent out the
guestionnaire, we asked people whether they would like to take part in this follow-up study, and
teacher training courses were selected of which we knew by then that they were utilizing the
Erasmus+ programme. In selecting the training courses, we took into account their national
reach, the number of students and a proportional spread across the various types of teacher
training courses. A prerequisite applying to all of the training courses was that they still had to
be willing to participate in the follow-up study at the time the invitation for the interview was sent
out. Despite earlier commitments, this wasn’t always the case. In those situations, we made an
adjustment to the initial selection and a ‘fitting’ replacement was sought whenever possible.
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Our point of departure was 16 selected training courses, from which we approached 16
respondents of the questionnaires and phoned them to make an appointment for the interview.
They were asked to name a teacher or manager at their training college whom the respondent
knew to be involved in internationalization. We wanted to interview that person as well. At 14
training courses we received the name of a colleague we could approach. A total of 30 people
representing 17 training courses were interviewed.

Research ethic

The participants each signed an informed consent form prior to the interview. The research data
from the online questionnaire and the interviews were stored in secure online locations meeting
the requirements of the EU General Data Protection Regulation: Surfdrive and a HAN
(Nijmegen UAS) hard drive dedicated specifically to the storage of research data. The report
does not state any names and there was a strong focus on anonymity in reporting the research
data. It must be impossible to trace the description to individuals or UASs.
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RESULTS

QUESTIONNAIRE RESULTS
The guestionnaire was intended to get answers to the first question:

What is the current state of affairs at teacher training courses in figures (volume, distribution per
training course/study) with regard to Erasmus+ projects, both in terms of KA1 projects (teacher
and student mobility), KA2 projects (strategic partnerships with a focus on the teacher trainers)?

Respondents

This method for collecting names also meant that we obtained two or even three names from a
number of training courses. This sometimes led to remarkable results during the analysis. For
example, one person said their training course had 500 to 1,000 students while another from
the same training course said there were more than 2,000. In this case it could be determined
who of the two respondents was right. It gets more complicated when one staff member says
that 20 percent of the students go abroad for their studies while their colleague says the number
is actually less than five percent. This is one of the reasons we chose to report the results of the
guestionnaire mainly at respondent level instead of at training course level. We wanted to get
as close as possible to the truth as expressed by the respondents. The reported numbers should
therefore be read as numbers the respondents believe to be accurate. These numbers can
deviate from the actual data. The varied answers in any case do make clear that not all of those
involved in internationalization have an accurate insight into the numbers of participants and the
funding of internationalization activities.

The questionnaires and an accompanying letter were sent out at the end of October 2020, with
the request to fill in the questionnaire before 10 November. A reminder was sent on 10
November 2020.

We received responses from all ‘kinds’ of teacher training courses. In most cases, the majority
of the various training courses did respond.

Table 1: overview respondents

Approached Response

34 PABOs (locations). 21 PABOs, 27 staff members involved in
internationalization.

9 training courses SE — VMBO/MBO, three of8 training courses SE — VMBO/MBO, 12 staff
which include training courses for vocationalmembers.

subjects, one training course for the green
sector and one including an ALO (academy for
physical education).

6 ALOs (academies for physical education) 5 training courses, 6 staff members.
7 KVDOs (teacher training courses for the arts). @4 training courses, 5 staff members.
9 ULOs (academic teacher training courses). |8 universities, 9 staff members.
13 universities for BKO/SKO. 7 universities, 8 staff members.

The results are reported per type of training course and within the course per respondent. For
legibility’s sake, we only report the results from the PABO as the largest training course in terms
of student numbers and the results for all training courses combined. Appendix 3 includes the
results of the other training courses per type of training course.
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The PABOs

Internationalization in General

Twenty-seven staff members from 21 different PABOs responded to the invitation. The positions
they hold within the framework of internationalization are diverse, but their job titles even more
so. They are alternately an internationalization coordinator, assistant at the international office,
internationalization policy officer, a teacher with additional hours for internationalization, or
someone in management holding the internationalization portfolio. There are two PABOs with
fewer than 500 students, 14 have between 500 and 1,000 students. There are two very large
PABOs which therefore have several campuses. All others have between 1,000 and 2,000
students. We determined that the size of the training college bears no relation to the extent to
which they are internationally active.

Nearly all PABOS have established an internationalization policy at course level, as can be seen
in Table 2. One respondent who filled in ‘other’ indicated that a policy was being developed and
the other explained that an internationalization policy plan was drawn up based on the faculty
policy plan.

Table 2: Is there an internationalization policy at course level and how is put into practice?

At course level Only at the No policy

institutional level
PABO (n=27) |23 2 2

Note. n = the number of respondents

The respondents say that in most cases the internationalization policy is in fact put into practice.
Thirteen respondents answered that question in the affirmative, nine respondents said rather
‘yes’ than ‘no’. Just three respondents said rather ‘no’ than ‘yes’. Those last three clarified their
response by saying management extended no or insufficient cooperation. The respondents
stated in clarification of their answers to the question of whether the policy was put into practice,
that the PABOs find attention for international competencies important, but it always has to fit
into the training course. Also, management does not always pay internationalization much
attention and this affects the extent to which it is put into practice. In addition, implementation
of the curriculum depends on the shop floor, i.e., on the teachers who have to propagate it.

Table 3: Is established policy actually put into practice?

Yes, Rather Rather ‘no® No

certainl  ‘yes’than than ‘yes’

PABO (n=27)

Students can and do go abroad on an exchange and all kinds of other activities. Twenty-six
respondents stated that this was a possibility (table 4).

Table 4: Possibility for students to go abroad

PABO (n=27) 26 1
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To the question of how large the percentage is who actually go abroad, the answers varied
greatly. There are training courses where all students go abroad for a minimum of a few days
and in that case, it is 100 percent. This holds true for six of the PABOs. Around five percent of
the students go for an extended stay. At the other courses, the humbers vary substantially: at
just under half of the PABOs it is fewer than 25 percent. Five of the PABOs are between 25 and
50 percent and two between 50 and 75 percent (table 5).

Some of the explanations provided for these numbers include that students often don’t go
because they don’t want to be away from home for too long and/or are unable to afford a stay
abroad. When it is mandated, students do go. Information is quite effective in enthusing
students. As a training course, you can make a stay abroad mandatory, but promoting it at an
open day also has substantial effect in enthusing students. Quite often, it is already customary
for students at such a course to go abroad on longer stays and the involvement of a large
number of teachers also has an influence. We found two PABOSs in rural areas where the
respondents stated clearly that their students prefer to stay at home and don’t want to go abroad.

Table 5: Percentage of students who go abroad (including mandatory study trip)

%) 5-10% 10-25% 25-50% 50-75% 75 -100% No Don't
possibility  know

The answer to the question whether or not teachers (teacher trainers) can go abroad is
invariably: yes, much is possible. Teachers may go for a variety of reasons but always for their
own professionalisation (see Table 6).

Table 6: Possibilities for teachers and course staff to go abroad for their own professionalisation

Collaborating in Congress or Job shadowing Following a

a project conference or teaching course
PABO (n=27) 20 27 22 22

The percentage of teachers who go abroad for one of these activities varies greatly. Six
respondents said that less than five percent of the teachers go abroad, 10 respondents speak
of less than 10 percent of the teachers (including six times five percent) and six respondents
mention numbers between 10 and 25 percent. Two respondents mentioned a notably higher
percentage. They said that 70 to 80 percent of the teachers at their PABO go abroad. Three
respondents indicated that they didn’t know. (Table 7).

Table 7: Percentage of teachers who go abroad

< 5% 5-10% 10-25% 25-50% 50 -75% ‘ 75-100% Don’t know
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Reasons for teachers not to go are full schedules and their work loads. Or they don’t have time
anyway due to their home situation. Also being mentioned is, compared to earlier years, less
flexible rosters. You cannot just simply arrange for a week without teaching activities. Another
reason for teachers not to go is because it is not being sufficiently promoted. Teachers are not
or insufficiently familiar with the possibilities. Also, it is not at the top of the list of
professionalisation activities. At the moment, professionalization in the field of testing is very
important. Often, going abroad happens at the teacher’'s own initiative. And when you are
enthusiastic about it, you can make it happen (financially).

Erasmus+ Programme

In addition, training courses were explicitly asked whether they utilize Erasmus+ resources in
their internationalization activities. Sixteen respondents said ‘yes’, eight said ‘yes, but to a
limited extent’, two said ‘no’ and one said ‘don’t know’. So, the majority did (table 8).

Table 8: Employment Erasmus + resources (KA1 and KA2)

Don’t know
PABO (n=27) 16 8 2 1

Where student mobility is concerned, most of the PABOs, when possible, make use of
Erasmus+ grants (table 9).

Table 9: Employment Erasmus+ KA1 programme for student mobility

Yes, but limited =~ No Don’t know
PABO (n=27) 20 3 0 >

At a UAS where a stay abroad is compulsory in the fourth year, and at two UASs where it is
being strongly promoted, 75 to 100 percent of the students go abroad with an Erasmus+
scholarship. At other UASs, the numbers are noticeably lower: less than five percent is
mentioned twice, three respondents mention between 10 and 20 percent, and six respondents
stated figures between 25 and 50 percent. Seven respondents said they didn’t know or did not
give a number because the percentages fluctuate strongly. (Table 10).

Table 10: Percentages of students using Erasmus+ to go abroad

< 5% 5-10% 10-20% 20-50% 50-75% 75— 100% |Erasmus Don’t
+ not know
used

Two PABOs don'’t utilize student mobility, for which one respondent gave as the reason that
they believe that as a training course they did not have enough to offer other UASs and
universities. For this reason, they have opted for short-term exchanges. At just a few UASS,
Erasmus+, and primarily its KA1 mobilities, has become highly popular among both students and
staff.

When students go abroad on an Erasmus+ scholarship, it is more often for the study
programme than an internship. Ten respondents said that the stays abroad are primarily for the
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study programme. Just as many respondents (four) said it was more either often for the study
programme or for an internship. Three times the answer given was only for internships and one
person said fifty-fifty (Table 11).

Table 11: What do students do while abroad on an Erasmus+ scholarship?

Intern  More often Fifty- More often Element of study Erasmus+ Don’t
ship for fifty  for study programme not used know
internship than

than study internship

At nearly all PABOs, teachers who go abroad make use of an Erasmus+ mobility grant. Eleven
respondents said ‘yes’ while 13 said ‘yes, but to a limited extent’. Two respondents indicated
that no use is being made of Erasmus+ scholarships and one other respondent said they didn’t
know (table 12).

Table 12: Employments Erasmus + scholarships programme for teachers/staff

' Yes, butlimited ~ No Don’t know
PABO (n=27) 11 13 7 1

Not all PABO respondents answered the question of who big the percentage of teachers is who
go abroad on an Erasmus+ grant. Others did give a number. Three respondents indicated that
it's less than five percent of the teachers. Four said it was five percent, whereas one said it was
between 10 and 25 percent. Two respondents gave a number between 25 and 50 percent. Five
times we noted between 50 and 75 percent while four respondents said the number was
between 75 and 100 percent (table 13). Workload was mentioned as an explanation for these
percentages. Teachers have no time to go abroad; sometimes it is really difficult for them to find
the time off due to educational obligations. And not all teachers are aware that the possibility
even exists.

Table 13: Percentage of teachers who make use of Erasmus+ to go abroad

< 5% 5-10% 10-25% 25-50% 50-75% 75-100% Erasmus+ Don't
not used know

The activities pursued by teachers who go abroad on an Erasmus+ scholarship are diverse,
and in fact, they engage in everything listed in the questionnaire as professionalisation
activities: following a training course, teaching or job shadowing a fellow teacher, international
weeks, attending a congress or conference, attending and collaborating in a project. It is a
mixed bag really, but teaching and coaching students do form the majority of activities engaged
in. (Table 14).
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Table 14: Teacher activities abroad

Collaboration in Congress or Job shadowing Following a
project conference or teaching course

The question of whether KA2 subsidies are used for strategic partnerships is answered seven
times with ‘yes’ and seven times with ‘no’, three times ‘not right now but it's happened before’,
and ten respondents did not know (table 15).

Table 15: Employment of Core Activity 2 (KA2) subsidies of the Erasmus + grants programme

Not now but Don’t know

before
PABO (n=27) 7 3 7 10

As clarification to this answer, the respondents state that quite often there is an intention to
engage in a partnership, but the chances of success are so slim that eventually no use of the
subsidy is made. Participation in a partnership makes great demands on the participants’ time
and energy, and the amount of time required for an application is particularly great. One person
said that they were nostalgic for the Comenius programme.

Among the partnership themes mentioned were: knowledge of other countries and cultures (6x),
European and world citizenship (6x), diversity in the classroom (5x), and modern foreign
languages (4x).

Other themes that were also mentioned were social entrepreneurship, acquiring knowledge
and reflection on the own environment/profession/culture (table 16).

Table 16: Themes for which strategic partnerships (KA2) were entered into with other
programme countries.

Modern Diversity in the Knowledge of European and  Other

foreign dEEETEET other countries  world citizenship

languages and cultures

PABO (n=10) 4 5 6 6 4
Note. n = number of respondents from PABOSs utilizing KA2 resources
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Summary of the Questionnaire Results for all Types of Training Courses

Here, we compare the questionnaire results from both the text and the tables for the various
types of teacher training courses.

Internationalization Policy at Training Course Level

When comparing the different types of teacher training courses, it is notable that according to
the respondents, most of the PABOs (93%) and ALO’s (academies for physical education)
(83%) have an internationalization policy at training course level. At one ALO (17%) and two
PABOs an internationalization policy is under development. With regard to the KVDOs (teacher
training courses for the arts), 60 percent of the respondents say that there is an
internationalization policy in place at training course level. At 40 percent, thisis to a lesser extent
the case at the second-degree teacher training courses, whereas at the ULOs (academic
teacher training courses), only one in nine respondents (11%) say this is the case. However,
67% of the respondents indicate that at the ULOs without an internationalization policy there is
in fact a policy at the institutional level. One of the respondents from the ULOs who had filled in
‘other’ (the 11%) said that something has been put on paper but - as yet — this is very limited
(see table 31).

Table 31: Is there an internationalization policy in place at the training course level?

Attraining  Only at the \[o} Other
course level institutional = policy

level
PABO (n=27) 85% 7% 7%
Second degree (n=12) 42% 17% 25% 33%
ALO (n=6) 83% 17%
KVDO (n=5) 60% 20% 20%
ULO (n=9) 11% 67% 11% 11%

The respondents say that the internationalization policy is most often put into practice at the
PABOs and ALOs. These are also the which, in most cases, have formulated policy at the
training course level. It holds true for all training courses that it is always more ‘yes’ than ‘no’
(table 32).

Table 32: Is the internationalization policy being put into practice?

Yes, More ‘yes’ More ‘no’ N.A. (there is
definitely than ‘no’ than ‘yes’ no policy)
No answer given
PABO (n=27) 48% 33% 11% 7%
Second degree
(n=12) 17% 42% 42%
ALO (n=6) 100%
KVDO (n=5) 20% 40% 40%
ULO (n=9) 33% 22% 11% 33%
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Student Mobility

At all types of teacher training courses, it is nearly always possible for students to go abroad,
except for the ULOs. Fifty-six percent of the respondents from the ULOs say there is no
possibility to go abroad. This is because of the full programme and internship and teacher-in-
training related obligations (table 33).

Table 33: Possibility for students to go abroad

Yes - No
PABO (n=27) 96% 4%
Second degree (n=12) 100%
ALO (n=6) 100%
KVDO (n=5) 100%
ULO (n=9) 44% 56%

As far as the percentage of students is concerned who go abroad for a stay of at least several
days, the PABOs in particular stand out in two ways. Firstly, there are many differences
between the various PABOs in this respect: the spread of the percentages mentioned is big,
varying from less than five percent according to four percent of the respondents to 75 to 100
percent according to 22 percent of the respondents. Secondly, the PABOs distinguish
themselves from other types of teacher training courses in the fact that according to 29 percent
of the respondents more than 50 percent of the students go abroad. At the second-degree
teacher training courses, the answers also vary, but none of the respondents give a percentage
higher than 50. At the ALOs, it is estimated that less than 10 percent of the students go abroad.
At many ULOs students do not have the possibility of going abroad. Where this is in fact
possible, big difference exist between the various ULOs. Both at the ULOs and the vocational
teacher training courses, many of the students are part-timers, which makes for less
opportunities for going abroad (table 34).

The explanations given for the relatively low number of students going abroad include that
students don’t go because they do not want to be away from home for too long or because they
are being trained for the Dutch educational system. When going abroad is mandatory, students
do go, resulting in the high percentages (sometimes as high as 100 percent) at the PABOs.
Promotional activities are effective in enthusing students, which have to take place even before the
open day. It is also being said of students that they would rather stay at home or do not like to travel.

Table 34: Percentage of students who go abroad

<5% 5-10% 10— 25— 50-75% 75 - No Don’t

25% 50% 100% possibility know

PABO (n=27) 4% 7% 30% 19% 7% 22% 4% 7%

seconddegree ) 7o li7op 1796 7%
(n=12)

ALO (n=6)  [17%  83%
KVDO (n=5) 0%  [40%  [20%
ULO (n=9)  [22% 11% 11% 56%

33%
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Teacher Mobility

There are many possibilities for teachers and teaching staff to go abroad for their own
professionalisation. Especially where visiting congresses or conferences is concerned. As far
as collaboration on an international project, job shadowing a colleague abroad, or even teaching
or following a course abroad are concerned, the differences between the various types of
teacher training courses are somewhat bigger; the ULOs in particular offer fewer opportunities
compared to the other types of teacher training courses. University lecturers for the most part
go abroad for research purposes. This in fact also holds true for teachers at ALOs and KVDOs.
They often go abroad as part of their lectureship work (table 35).

Table 35: Possibilities for teachers and teaching staff to go abroad for their own professionalisation

Collaboration Congress or Job shadowing Following a
on project conference or teaching course

PABO (n= 27) 74% 100% 81% 81%

Second degree g, 92% 92% 83%

(n=12)

ALO (n=6) 100% 100% 100% 100%

KVDO (n=5) 60% 80% 80% 80%

ULO (n=9) 67% 100% 44% 33%

The percentages of teachers who avail themselves of the possibility of going abroad for their
own professionalisation are relatively low for all types of teacher training courses. At most of the
institutions, a wide majority of the respondents estimate that no more than 10 percent of the
teachers do so. An exception is formed by the ULOs. All training courses mention workload as
an important reason for the low percentages. In a number of cases in combination with the home
situation which complicates travelling abroad for a longer period (table 36).

Table 36: Percentage of teachers who travel abroad

5-10% 10 — 25% 25 — 50% 50 - 75% 75-100% Don’t know
PABO (n= 27) [22% 37% 2206 4% 4% 11%
Second degree|, oo, 50% 8% 8% 8%
(n=12)
ALO (n=6) _ [50% 17% 17% 17%
KVDO (n=5)  [20% 80%
ULO (n=9) 220 2206 11% 11% 11% 52%
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The Erasmus+ Programme

Employment of Erasmus+ Resources

Especially the PABOs, ALOs and second-degree teacher training courses appear to be utilizing
the Erasmus+ resources (KA1 en KA2). A majority of the respondents at the ALO’s and second-
degree teacher training courses say that only limited use is being made of these resources.
KVDOs and ULOs utilize Erasmus+ resources for less than 50 percent and then often only to a
limited extent. (Table 37).

Table 37: Utilisation of Erasmus+ resources (KA1 and KA2)

Yes Yes, but only No Don’t know
limited
PABO (n= 27) 59% 30% 7% 4%
Second degree 17% 58% 8% 17%
(n=12)
ALO (n=6) 17% 67% 17%
KVDO (n=5) 20% 0% 40% 0%
ULO (n=9) 44% 2% 33%

Erasmus + Grants for Students

Eighty-five percent of the respondents say PABOs make use of the Erasmus+ programme for
student mobility. Seventy-six and 66 percent respectively of the respondents say the second-
degree teacher training courses and ALOs make use of the Erasmus+ programme for student
mobility, but more often than not only to a limited extent. At 20%, KVDOs make relatively little
use of Erasmus+ grants for student mobility and, to the best of the respondents” knowledge,
ULOs do not use the Erasmus+ grants at all (table 38).

Table 38: Employment of the Erasmus+ Programme’s KA1 for student mobility

Yes, but only Don’t know
limited

PABO (n= 27) 74% 11% 7% 7%

Second degree 159, 33% 8% 17%

(n=12)

ALO (n=6) 33% 33% 17% 17%

KVDO (n=5) 40%* 40% 20%

ULO (n=9) 67% 33%

As far as the percentages of students who travel abroad on an Erasmus+ grant are concerned,
there are many differences, both within and between the various types of teacher training
courses. Quite noticeable is that at the second-degree teacher training courses a relatively large
number of students go abroad with Erasmus+: 42 percent of the respondents estimate that the
number is higher than 50 percent. This also applies to the KVDOs: at the one KVDO which
makes use of Erasmus+ resources for student mobility, more than 75 percent of the students
who go abroad do so on an Erasmus+ grant.

L At one KVDO teacher training course KA1 is used only for foreign students attending their course.
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The PABOs and ALOs show great variation in the percentages stated by the respondents (table
39).

Table 39: Estimated percentages of students who make use of Erasmus+ to go abroad

< 5% 5-10% 10-20% 20-50% 50-75% 75-100% Erasmus Don’t

+ not know
used
PABO (n=27) 1794, 15%  [11% 2% 1% 7% 6%
aicfzr;d degree s 70, 17% 5% 8% 33%
ALO (n=6)  [17%  17% Q7%  [17% 17% 17%
KVDO (n=5) 20%  |60% 20%
ULO (n=9) 67% 33%

At all types of teacher training coursers, the students who use Erasmus+ resources to go abroad
do so for an element of their study programme. ALO students who go abroad even do so
exclusively for an element of their study programme. Compared to other types of teacher training
courses, PABO students relatively often go abroad on an internship (table 40).

Table 40: What do students on an Erasmus+ grant do while abroad?

Interns More often H50/50 More often Element of Erasmus+ Don’t

hips internship for study study not used know
than for than programm
study internship e

PABO (n=27) 11194 [15% A% 15% 37% 7% 11%
Second degree 17% 8% 8% 42% 8% 17%
(n=12)

ALO (n=6) 67% 17% 17%
KVDO (n=5) 20% 60% 20%
ULO (n=9) 67% 33%

Erasmus+ Grants (KA1) for Teachers

As far as the employment of Erasmus+ grants for teachers/ staff (KA1) is concerned, it is mainly
the PABOs that stand out: no less than 89 percent of the respondents make use of these grants
to a greater or lesser extent. This is substantially higher than at the other types of teacher
training courses, where this percentage is at 50 percent or less. However, the respondents of
specifically the second-degree training courses and the ULOs do not have much insight in the
extent to which Erasmus+ resources are being used for this purpose; 42 and 33 percent
respectively answered this question with ‘don’t know’. According to a majority of the KVDO and
ULO respondents, no use is being made of Erasmus+ resources for teachers and staff (table

41).
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Table 41: Employment Estimate Erasmus+ Programme for teachers/staff (KA1)

Yes, but only Don’t know
limited

PABO (n= 27) 41% 48% 7% 4%

Second degree 17% 33% 8% 42%

(n=12)

ALO (n=6) 50% 33% 17%

KVDO (n=5) 20% 60% 20%

ULO (n=9) 11% 56% 33%

There is a substantial spread as concerns the percentages of teachers who go abroad with
Erasmus+, particularly when we look at the PABOs and the second-degree teacher training
courses. It would seem that teachers at PABOs more often go abroad with the assistance of
Erasmus+ than their colleagues at other types of teacher training courses. Thirty-four of the
respondents from the PABOs indicated that more than 50 percent of the teachers go abroad on
an Erasmus+ grant (table 42).

Table 42: Percentage of teachers who go abroad on an Erasmus+ grant

<5% 5-10% 10-25% 25-50% 50-75% 75-100% Erasmus+ Don’t know
not used

PABO (n=27) |11% 15% 4% 7% 19% 15% 7% 22%
Second degree (8% 17% 8% 8% 8% 8% 42%
(n=12)

ALO (n=6) 33% 33% 17% 17%
KVDO (n=5) 20% 60% 20%
ULO (n=9) 56% 44%

KAZ2 Subsidies

As far as the KA2 subsidies of the Erasmus+ programme are concerned, it turns out that it is
the second-degree teacher training courses in particular who make use of the programme (42
percent). Followed by the ALO’s at 33 percent; just 50 percent of the ALO respondents said
that KA subsidies had been used before. KVDOs and ULOs make the least use of these
subsidies at 40 and 33 percent of the respondents respectively who answered ‘no’. Notable is
that at all types of training courses a relatively large number of respondents are unaware of
whether, and if so, to what extent KA2 funds are being used (table 43).

Table 43: Employment of KA2 subsidies of the Erasmus+ programme

Not now, but Don’t know
before
PABO (n= 27) 26% 11% 26% 37%
(Sn‘iclozr;d degree l1o0s 8% 8% 42%
ALO (n=6) 33% 50% 17%
KVDO (n=5) 20% 40% 40%
ULO (n=9) 11% 33% 56%
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Looking at the themes for which strategic partnerships (KA2) are or were most often engaged
in with other programme countries, we see that they are most often used for European and
world citizenship, followed by knowledge of other countries and cultures, diversity in the
classroom, and comparatively the least for modern foreign languages (table 44).

Table 44: Themes for which strategic partnerships (KA2) with other programme countries are or
were engaged in.

Modern Diversity in Knowledge of European and Other Don’t
foreign the other countries world know

languages  classroom and cultures citizenship

PABOI (n=10) |40% 50% 60% 60% 40%
a‘i%o)“d degree 5004 33% 50% 50% 33%

ALO (n=5) _ [20% 40% 40% 40% 60%

KVDO (n=1) 100%
ULO (n=1) 100%

Note. n = number of respondents from training courses using KA2 funds.

RESULTS OF POLICY PLAN INVENTORY

At our request, the people we approached for the interview sent in their institution’s policy plan
and sometimes that of their training course. In a number of cases, an internationalization policy
plan is in place both at the institutional and the training course level. When the respondent said
they thought there was no policy plan or this was not known, we searched the UAS or university’s
website. This way, we always found a policy paper on internationalization.

Out of the 17 institutions who participated, 15 have an internationalization policy plan in place.
Two said they were still working on it. The level and manner in which the policy is set down
varies. Some UASs have translated the UAS policy into policy frameworks at training course,
faculty, or academy level. The universities in most cases have policy plans in place at the
university or faculty level. University teacher training courses have no policy plans.

Internationalization forms part of the quality the institution wants to supply. Aspects of quality
are: contributing to diversity, to the intercultural society and to world citizenships. Institutions
want their courses to make both students and staff aware of the European dimension and of
political and cultural diversity. They want to turn out students who are capable of participating in
an intercultural society. They seek to promote international and intercultural competencies. And,
as an institution, they want to participate in international networks, also for research purposes.
Actually, all the international competencies mentioned earlier are included. The institutions
sometimes differ in their intended target groups when formulating their internationalization
policy. It is either primarily aimed at the students or more at the staff to create good trainers, role
models or teachers.

The main thing for the universities is their desire to be internationally known as a scientific
institute. It is mentioned first, and as one of the elements of their international reputation, it is
important that students should develop an international outlook and competencies. Specifically,
the universities mention that they want to be attractive to foreign students. This requires a
scientific and teaching staff who are open to this objective and create an optimum environment
for all foreign students. For that matter, there are also UASs who want to create an international
profile for their research activities and seek international collaboration to achieve this.
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All institutions make a connection between internationalization policy and the
professionalization of their staff. Specific development themes and goals that are frequently
mentioned are optimising language skills, being able to deal with diversity/a mixed classroom
and developing and keeping abreast of an international field of study.

In all cases, students’ outcomes are set down in the policy plans. These outcomes touch on the
international competencies formulated by Nuffic as: Students are to be prepared for world
citizenship, they must learn to deal with diversity, both internationally, interculturally, and in
other respects; their intercultural sensitivity must be enlarged as it contributes to their personal
and professional development.

Thirteen of the 17 institutions mention Erasmus+ in their policy plans. As is, in most cases, the
way it is to be employed. Ten institutions explicitly mention using their policy plan for student
mobility, this can be either incoming or outgoing. Five institutions said they utilize Erasmus+ for
teacher mobility and in two cases staff mobility is mentioned as well. There is one institution
that focuses on exchanges with Erasmus+ partners. A number of institutions also indicate they
use Erasmus+ funds for their internationalization policy (2x) and for international projects
(cooperation projects) (3x).
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INTERVIEW RESULTS

The results are reported per training course type. The PABO is the largest teacher training
course, and a large number of the interviews were conducted with PABO staff. In reporting the
results, we start off with the PABOs. The results of the other training courses are reported in
comparison with the PABO. This implies that primarily those results that either clearly diverge
or strongly correspond with the PABO results are mentioned to prevent too much repetition.

About the Interviews

The length of the interviews varied between 30 and more than 90 minutes. The difference in the
amount of time is primarily explained through the difference between rather talkative participants
compared to those who sufficed with a direct answer to the question. In a number of cases, this
had also to do with the extent to which they were informed about internationalization activities.
The interviewers also differed in the degree to which they allowed the participants to elaborate.
Generally speaking, talking at length leads to much repetition. This was not included in the
analysis; six times the same argument from one respondent does not weigh heavier than
another respondent mentioning an argument just once. The interviews were conducted online
(via Teams); the resulting audio recordings were subsequently transcribed verbatim. The
transcripts were entered into the Atlas — ti analysis programme. Directive codes and sub-codes
were established based on the interview guidelines. Wherever texts made this necessary, sub-
codes were replaced until we had an overview that corresponded with the texts.

The PABOs

The participants

A total of 13 staff from eight PABOs took part in the follow-up study. One of the participants,
who, according to the questionnaire, works at the second-degree teacher training course, is
also active as an internationalization coordinator for the PABO, and during the interview did not
distinguish between the various courses he is involved in. This is why his answers were also
included in the PABO results. Our point of departure is the answers per type of course, taking
into consideration the number of participants who gave similar answers.

The participants were asked what their function was within the institution. In addition, they were
asked whether they were exclusively active in internationalization or combined their
internationalization activities with their work as a teacher. We talked to staff from three PABOs
who were primarily involved in internationalization. All others had a few non-teaching hours
allotted for internationalization in addition to their teaching activities. The number of hours per
week and sometimes on an annual basis varies greatly. In addition, the level of support they
receive from a central desk varies to such an extent that it is impossible to say anything
conclusive about the number of hours per week dedicated to internationalization. That number
is further obscured as the interviews made clear that some teachers with non-teaching hours
also dedicate much of their free time to internationalization. So, the number of non-teaching
hours on their work schedule is not always indicative of the actual number of hours devoted to
internationalization.

Images of Internationalization
An important element of the interview concerned the prevailing images of internationalization;
how do colleagues talk about it, and what are their thoughts on the subject. Nearly all those
interviewed indicated that their colleagues find internationalization to be important and react
positively to the subject. There was one person who said differently. Colleagues within the
PABO teaching training course think it is important and seem to associate internationalization
primarily with students going abroad and — to a lesser extent — with students coming to their
institution from abroad. The conversations are also about curriculum development and the
space that internationalization occupies therein. In many cases learning to deal with diversity
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is mentioned as its outcome:

“When we are talking about the students, it's about broadening their horizon beyond
the boundaries of the place they are familiar with at present. As a UAS, we frequently
deal with students coming in from small villages. The city where we are at is the biggest
city they know, with many multicultural districts. For some, this is really a new idea. So,
when we are talking about internationalization, then it's very much about looking beyond
the place that you know.”

The curriculum focuses mainly on the importance of internationalization@home:

“We have a programme which includes visits to both schools and museums, houses of
worship

such as a mosque and a synagogue. We all visit the Rijksmuseum, the Binnenhof
(government complex) in The Hague, but also, for instance, schools in the Bijimer (highly
multicultural Amsterdam district). This way, students can see what it is actually like to be
a teacher in Amsterdam or the Randstad (the Western conurbation including Amsterdam,
The Hague and Rotterdam).”

To a slightly lesser degree, this about colleagues who go abroad. At just two PABOs the
conversation is about international colleagues coming to visit their institution (At the same
time, however, nearly all PABOs, when asked about this specifically later during the
interview, said that in fact colleagues from abroad did visit the institution). If this question is
not asked specifically, internationalization is not linked to teaching competencies for the
students they train and in fact only to a very limited extent to language learning. The
participants say that management is positive about internationalization. Only one or two
respondents noted that their management is also interested because of the tick mark for the
accreditation, but they are the exception.

In the experience of those interviewed, PABO students find internationalization important.
According to the respondents, most of the students understand internationalization to mean
going abroad. There is a wide range of opinions on why students find this important. Most
respondents say that students think it's important for their professional development, but this is
not the case at all PABOs. A variety of respondents say that students find it important to learn
from foreign cultures, to learn languages or for their personal development. However, there are
also students who think of mobility simply in terms of making nice trips

The participants say students have a variety of reasons for not wanting to go abroad. More than
half the PABOs say it is simply too expensive. Students cannot afford it. They often said - Three
to four PABOs — that students need the income they get from their jobs on the side, don’t want to
leave home (for instance, because of a boy- or girlfriend) are hindered by their lack of English
language skills, are afraid to get behind on their studies, or don’t go because of personal
circumstances (such as health issues).

“Language is sometimes an obstacle, they will say: ‘Yea, phew, my English, is it good enough ?’
So, we try to stimulate and convince them in that respect: You will be just fine, and your passive
knowledge of the language is much better than you think, and once you’re in that environment,
well, you know what it’s like,” blah blah blah. But anyway, sometimes this will remain an
obstacle.”
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Linked to Teacher Professionalisation

The participants indicate that at just half of the PABOs internationalization is actually a formal
part of the course’s professionalisation policy. In many of these cases, there is no mention of
any kind of obligation, it is primarily about offering possibilities for internationally oriented
professionalization and promoting the use thereof. In actual practice, if teachers want to go
abroad for their own further professional development, they almost always can.

“Well, | don’t think that it is an official part of the professionalisation policy. | don’t believe that
our managers ask about this during our performance evaluations. Because | think that is what
you are getting at, whether that is a must, in that sense. This doesn’t happen during our training
course. We stimulate colleagues to do this through our internationalization desk, but it is not
like that there is any kind of obligation imposed by management, or any kind of pressure in that
regard.”

“There’s a professionalisation policy, and it’s very broad, and it is also designed to meet the
needs of the colleague. When a colleague tells us: I'd like to do that on this location in England,
because | want to see this and that, and | want to experience this, and | want to teach and
experience the educational system over there, that is possible.” [...]

Teachers find going abroad important, but also mention obstacles that prevent them from going.
Most frequently mentioned, and by all the PABOSs, is the full schedule, the full programme that
doesn’t leave any room for devoting oneself to internationalization. The second most frequently
mentioned reason three PABOS) is that management does not prioritize internationalization.

“Then there’s often a lack of time and possibilities. That they’ll tell you, like: ‘Yea, great, but |
can’t right now because | have young children or am in a different phase of my life right now,
because of which / don’t want to leave for a week just like that.”

“...what we’re being confronted with a lot right now is: we used to be allowed to reschedule our
classes by ourselves. If, for instance, | would see that | had three classes on those days | was
supposed to be abroad, | would reschedule them. All of that is no longer allowed. You have to
announce these kinds of things umpteen weeks in advance. So, you’re no longer as flexible.”

“I do mention the possibility, but not everybody wants to avail themselves of it. I'm kind of
reluctant to say this. I think it also has to do with the general workload, our curriculum is already
quite full. This also means that there’s a heavier workload. And | can imagine when that’s not
primarily part of your job or curriculum, you go like: yeah, it’s already quite a lot. And there are
colleagues who are a little more energetic, more adventurous in that respect. And there are also
colleagues who are a bit more conservative in this respect, who are not really all that interested.
So, there as well you see differences between colleagues and people.”

Internationalization in the Training Course Curriculum

One aspect of the interview is asking about the position of internationalization in the course
curriculum. All but one of the participants and the training courses say that internationalization
in one way or another forms part of the curriculum. At more than half of the PABOSs, this is also
a mandatory element in which students go abroad for one week or longer. In most cases this
is not a recent development but a long-standing policy. The PABOs say that internationalization
is almost always linked to learning objectives. Most frequently mentioned (by all except one) is
learning geared toward intercultural diversity (think of interacting in class with pupils from
different cultural backgrounds), international orientation (for instance, comparing the foreign
with the Dutch educational practice) and toward making a contribution to personal
development. It goes without saying that this is also about teaching skills. These are aspects
that a future teacher needs to study for their professionalization.
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“l don’t have the learning outcomes at hand right now, but this is about the fact that [...] when
you are in front of a classroom you of course also have to interact with all kinds of different
cultures, because clearly there will be a wide diversity in pupils or students in your group, and
that you have take this into consideration, that you have to be aware of this. So, it also comprises
an element of raising your awareness.”

“We want to form and prepare the students for when they take up their position in society as a
teacher. And at that moment they have to be prepared for that society as a pluriformity and be
able to deal with pluriformity. So, coping with pluriformity and diversity is to my mind our greatest
challenge where internationalization is concerned. And other things also play a role there, such
as whether you have seen something of the world, that this of course would be interesting for the
children as well.”

When patrticipants from the PABOSs, outside of the scope of the learning objectives, talk about
the outcomes of internationalization, they mainly talk about how internationalization contributes
to the students’ personal development. Learning outcomes mentioned by five PABOs are:
learning to look at things from different perspectives and broadening your view. Learning
outcomes less frequently mentioned are learning foreign languages and learning related to
intercultural diversity.

“For instance, student have become much more resilient, more self-reliant, definitely in terms
of language and language development. We are now testing this with the Erasmus+ tool. There
is not a student who doesn’t improve their language skills. And of course, the student
themselves look back fondly on the experience. And I'm still frequently in contact with former
students, because | coached them intensively. And then | know from experience that only after
these students have been in front of a class for a few years, is when they can truly appreciate
the various elements of the training they received, because only then will they have a clear
perspective. [...] In fact, that is when they think back to their stay abroad and how valuable is
has been to them.”

q...] I always see students return from abroad as changed people. This is of course different
when you’ve been studying for three months compared to two weeks. However, an experience
in a different context, we do see that reflected in the students’ interpersonal competencies. That
they’re more open to the opinions of others. More open to other cultures. [...] What we see is
that they return as more open and more self-reliant people. And the annoying thing is that you
cannot link it to any specific competency. You cannot tell a student, like: “You’ve become more
mature.’ Because it is not measurable. But we do see this, these students clearly go through a
certain change. They’ve become more open.”

Internationalization is often integrated in a specific part of the curriculum, for instance, in a minor,
or as an element of an orientation module on yourself and the world. At all training courses,
internationalization forms part of the elective space option offered by all higher professional
education curriculums. All training courses feature an internationalization minor which almost
without exception includes a stay abroad. In addition, training courses offer a varying amount of
elective space which can be utilized for going abroad. Internationalization@home is most
common in the elective space.

The Erasmus+ Programme

All training courses use the Erasmus+ programme. Six of the eight PABOs use it for teacher
stays abroad and those same PABOs also use it for receiving international contacts. In addition,
those same PABOs also use the programme for international projects or the interaction with
international partners.

All PABOs also make use of Erasmus+ grants for students who go abroad and seven out of the
eight also utilize it for receiving foreign students. Nearly all training courses recommend the use
of Erasmus+ grants.
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“I always tell others: ‘why aren’t you using Erasmus+, it's a shame’.” “Advantages that | will
mention are that there simply is money for students and teachers to engage in a foreign
experience. Because many students naturally find it quite expensive to go to Norway, that is an
expensive country to go to. But if you receive a few hundred euros, that does help, and certainly
now that they no longer receive a scholarship. Because when the scholarships ended, we saw
a sudden reduction in the number of students going abroad. And, fortunately, one year later they
had grown accustomed to borrowing and it no longer matters whether they’re 30,000 or 40,000
euros in the red. And then they do choose Europe. Because they know they will still be financially
supported.”

“Yes, | would definitely recommend Erasmus+. | believe it's a must. Everybody who takes
internationalization seriously, and that should include every academy, UAS and university, and
| believe that they do, should of course avail themselves of the programme. You would short-
change your teaching, short-change your students if you didn’t. [...] Because it creates
opportunities for students to grab this kind of chance, and, obviously, an Erasmus+ grant is not
sufficient to cover the costs, they will always need additional funding. But it can give students
just that little push that they need to embrace the idea and go have that experience. So, it remains
very important as far as I'm concerned.”

Training courses give different reasons for why they are using the programme, but there is no
one reason mentioned by more than three PABOs. Two reasons mentioned by participants
from three PABOs are being unfamiliar with Erasmus+ and because it involves too much
administration. More than half the training courses say they would like to employ Erasmus+
more often.

“My greatestimpediment is time itself. And of course, that is partly me, but also the organization,
because it, you see, it's about money, and money is also about documentation, about reporting,
paperwork. It takes a lot of time to do it well, do it thoroughly, do it responsibly, and | understand
all that. But yeah, in education there isn’t always the time for that in addition to all the other
tasks we have.”

“Yeah, what's is always a thorny issue, and other colleagues will probably tell you this as well,
is of course the administrative burden. And we really have things quite well organised as far as
mobility is concerned. But if you want to apply for projects, that is quite a lot of work. You really
need to be almost an expert or hire somebody to assist you in writing an application.”

What are Success Factors for Internationalization and the Employment of Erasmus+?

The enthusiasm of colleagues and students for sharing experiences is often mentioned as an
important factor for internationalization in general (and so indirectly for the use of Erasmus+
resources); not just in everyday informal interactions, but also in organized sessions informing
others about the experiences during the stay abroad. This can motivate others to have an
international experience as well.

“...1 said: ‘and this student has just returned from Norway and is going to tell us about what a
wonderful time he had over there. Do listen to his story.” They will be listening spellbound. Then
everybody wants to go to Norway. And I’'m thinking: this is the power of internationalization. |
believe that, maybe, this power should lie more with the students than with us. And of course,
we have to tell them about it, make them aware of it. To be unknown is to be unloved. But | also
think that | as a coordinator make too little use of that. Use sounds a bit like a nasty word, but
students are also eager to share, eager to inspire.”

Some participants also mention a supportive management. A Management that supports
internationalization has a positive impact, according to the interviewees. It makes people
dedicated to internationalization experience a higher level of support.
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Four training courses said they would like to see short stays for students reintroduced:

“I don’t see as much European cooperation as a result of that long-term Erasmus+ mobility,
where a few colleagues really hit it off. Whereas when you run such a high-intensity project
where 30, 40 students from six or eight countries come together, where they’re really working
on a specific theme from early morning till late at night, that’s where you see a much stronger
embedding after such a course. Those contacts tend to remain much warmer.”

What are the Outcomes of Internationalization and the use of Erasmus+ Grants for Students?
In all cases, there is an enthusiastic reaction to the question if there are any outcomes. It is
said that it has a fantastic added value for all students, both personally and professionally.
Results are also linked to their future as a teacher.

“Teachers who have been abroad as students draw upon that experience in their teaching
career. All the things that they have learned over there, they can pass on to their own class.
Internship and studies are both valuable in their respective ways. The one brings them into
closer contact with fellow students from other countries, the other with teaching and pupils. This
is really important for future teachers, as a teacher is the person who will disseminate the foreign
experience.”

What are the Outcomes of the Employment of Erasmus+ Grants for Teachers?
The stay abroad or being in contact with foreign colleagues is valuable for teachers too. It allows
for a broader outlook on life; on their own lives but also on the world:

“Colleagues who have experienced it are always enthusiastic about it. They say that they draw
upon it in their own teaching practice.”

What Could Erasmus+ do Differently?

Students/teachers sometimes become overburdened during a longer stay abroad. They have
already experienced so much at that point, and on top of that are also expected to put a lot
down on paper. Their stay in and of itself is already sufficient in terms of learning gains.

It is often said that short stays are at least as valuable for students. This means that more
students could benefit from a stay abroad than is presently the case.

Financing has been mentioned as an issue. A grant is a nice supplement, but an international
experience will always require an additional personal contribution. Not all students can afford
this and not all parents can make a contribution. This implies that a stay abroad on an Erasmus+
scholarship will always remain the reserve of a select group of students.
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There is much enthusiasm about networking, projects and partnerships set up with KA-2
subsidies. That is, when an application is approved. The application itself requires great effort on
the part of the training course and the chances of approval are said to be small. This effort entails a
relatively large investment by the training course, something managers are not always enthusiastic
about. In addition, the required co-funding is high and the daily allowance low, which goes a
long way toward explaining the lack of enthusiasm on the part of managers.

The Second-Degree Teacher Training Courses (for AVO (General Secondary Education),
VMBO and MBO (Pre-Vocational and Vocational Secondary Education) and the Green
Vocational Subjects)

The Participants

A total of ten participants from six second-degree teacher training courses took part in the
follow-up study. One of the participants who, according to the filled-in questionnaire, works at
a second-degree teacher training course, is also active as an internationalization coordinator
for the ALO. In his interview, he did not distinguish between the courses he is involved in. His
answers have therefore also been included in the second-degree training courses. Teacher
training courses for the vocational subjects form part of the second-degree teacher training
courses we talked with. The results of the interviews conducted with two teacher trainers from
the teacher training course for the green sector have been combined with those from all second-
degree training courses. The people we interviewed in nearly all cases combine their teaching
activities with a number of non-teaching hours dedicated to internationalization. One person
did not have any non-teaching internationalization hours.

Images of Internationalization

According to the participants, a majority of the colleagues at three of the six second-degree
teacher training courses find internationalization important, at two it is considered important by
a minority of the colleagues, while the last one presents a changeable image. Unlike the
PABOs, the second-degree teacher training courses are faced with different courses within one
institution and are often confronted with a subdivision in languages, science subjects, and world
orientation courses. They state that positive attention for internationalization is strongest in the
language departments, followed by the training courses in subjects such as history, geography,
and economy, and clearly weakest in the science training courses. This may be a possible
explanation for the fact that far fewer colleagues find this issue important and far fewer
internationalization activities are being undertaken. The subdivision in subject categories does
not apply to teacher training courses for the green sector.

“I think that the conversation on internationalization varies greatly, as we of course have three
clusters. We have Alfa (languages, history) Beta (sciences) and Gamma (behavioural sciences:
politics, psychology, economics, law). And depending on who you ask, you just get very different
stories. The diversity is quite great, because of, for instance, what you would get if you were to
ask an Alfa student. The modern foreign languages, for example, Internationalization has a
strong presence there, because students are encouraged to go abroad, so mobility is being
encouraged. Within that framework, teachers become enthusiastic as well, and often also want
to see, like, where are our students all going and what are the possibilities. ... ... But when you
look at Beta, you're talking math and sciences, then the programme contains very little in the
way of knowledge of other countries, peoples and cultures. But that drive to engage in a mobility
is also much less present. But then there’s business mathematics where it definitely is.”
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Just like at the PABOs, these participants state that the conversations on internationalization
are primarily about students who do part of their studies abroad and at half of the training
courses also about international students coming to their training course. There is little
conversation about colleagues going abroad or international colleagues visiting their institution.
Participants often say that internationalization should form part of the training course’s
curriculum. It is either already in place or they are currently investigating how to implement it.
This is often linked to internationalization@home. And just like at the PABOs, here,
internationalization is also linked to ‘learning to deal with diversity.” From the perspective of the
language sections the emphasis is on the importance of learning a modern foreign language.

“There is of course the internationalization of the curriculum, which is taking place at the course
level. That’s our job for the coming years, to ensure that it receives an impulse. Like: how do
you do this? What does it cover? How are we going to stimulate those teachers to get it started?
There is a lot going on. One the one hand we are busy creating an inventory: what is really
happening? | was working on a list of all the things that are happening.”

“Internationalization is often interpreted as mobility, but it also comprises inclusivity, diversity,
and intercultural competencies, and we are a highly diverse school and a diverse training
course as well as a city where all kinds of things are happening. So, there is a growing insight
that internationalization does not necessarily equal mobility, but also more specifically
internationalization@home.”

Four of the six training courses are said to have a management that is positive about
internationalization. At one of the training courses there is doubt about how sincere
management actually is; sometimes it seems like it is only important to them to be able to tick
a box for their accreditation. As regards management, it is also mentioned that multiple layers
influence policy. When lower management finds it important but upper management doesn't,
nothing much is realised.

According to the participants, about as many students at the second-degree training course
find internationalization important as those who don’'t. They believe the importance of
internationalization lies in learning to deal with diversity, just like the PABO students. Most often
stated as a reason to choose for a mobility is that students want to discover their country of
origin (for instance, Morocco, Turkey, or the former Dutch Antilles). Other reasons often stated
are an interest in a specific country (for instance, a Scandinavian country because of a specific
educational approach, or, in the case of language students, the country of their target
language), a thirst for adventure, looking for a challenge, and broadening their horizon.

“Some people are specifically interested in a certain country, which we see a lot these days
with South Korea, because they take an interest in K-pop and such. Of course, language
students want to go to the UK and so on, it is also a bit related to professional interest.”

“But, | think, they want to develop more broadly. And see more of the world. Like | said earlier,
they’re all geography teachers as well.”

The reasons why students in second-degree teacher training courses would choose against a
mobility are similar to those of PABO students. Mentioned the most is that they don’t want to get
behind on their studies; a stay abroad does not fit the busy programme. Also mentioned as
reasons for staying at home are the financial situation, the home situation, and personal
circumstances.
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“The teacher training course is structured in such a way that in addition to the minor you always
have to be at a Dutch school, for those internships, to learn the job, to do those professional
assignments there. So, there is no possibility to escape.”

Linked to Teacher Professionalization

At four second-degree teacher training courses, teachers are actively stimulated to take part in
professionalization activities offered in the field of internationalization. At the other two second-
degree teacher training courses, there is no active stimulation, but possibilities for teachers to
go abroad with an eye to professionalization do exist.

Outcomes for teachers mentioned by several participants include, among other things, building
an international network, developing international competencies, knowledge sharing with
international partners, and connecting knowledge sharing, research, and education. They also
mention obstacles that prevent them from ‘going international.’” Just like with the PABOS, here,
the reasons given include their full schedule and teaching programme which leave them with
no room to engage in internationalization. In line with earlier remarks about a less than
enthusiastic management, this is also mentioned as an obstacle by three of the six training
courses.

Internationalization in the Training Course Curriculum

Similar to the PABOSs, internationalization forms part of the curriculum here as well, both in the
mandated part of the curriculum and in the elective space. The strongest emphasis on
internationalization is found at the language training courses. At four of the second-degree
teacher training courses a compulsory stay abroad of one week or longer is part of the curriculum
of the language courses, and in some cases also for the geography and biology courses.

“You’re not allowed to go abroad to study until the summer, unless it’s specifically stated in the
final attainment levels. And in the language sections, we tend to think that, yes, it’s really
essential there. It is also clearly included for geography. For the other subjects, not that | know
of, but once again, | don’t concern myself with each and every subject and with
internationalization. So, for instance, for biology, it's not yet a point of special interest, though
you could say we have a foreign excursion, an international excursion, so we do more or less,
but then in the field of, say, of them getting acquainted with nature over there as well and get
busy with it. We have a lab abroad that they go to and learn techniques we are unable to offer,
so they’re abroad then. So, it’s included, but | wonder whether it’s really that specifically included
in the final qualifications. | don’t think so.”

The learning objections and stated learning outcomes are the same as at the PABOs and fit
the Nuffic competency model, which also refers to the teaching profession. More often than at
the PABOs, this concerns learning modern foreign languages.

“Cultural competencies are linked to the understanding of a different culture: when you studly it,
what strikes you about this other culture and how do you feel about that, do you find it strange,
weird, or normal, or don’t you really know. Oh well, how do you approach these kinds of things,
and when later you become a teacher, what does it say about how you should interact with
children from another culture? These are the core questions.”

“...intercultural competencies are very important for a prospective teacher, to be able to interact
well with their own class, to understand, to be aware of the presence of different cultures, to
have a little more emotional connection and also know that: yes, this you can do, but you really
shouldn’t do that, and how to cope with that. So, at the end of the day, | do believe that because
they’re prospective teachers, they will be able to better interact with their class. And to have
better tools to take this into consideration and act on it.”

At all training courses, internationalization forms part of the elective space such as a minor. Four
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of the six training courses feature an internationalization minor which almost always includes a
stay abroad. In addition, training courses have varying elective spaces which can be used for
internationalization. Internationalization@home is the most common in the elective space.

The Erasmus+ Programme.

All training courses utilize Erasmus+ and stimulate its use. They employ the programme for the
foreign stays of teachers and students and for receiving international colleagues and students.
Notable is the large-scale employment for international projects and partnerships. Five of the
training courses state that due to unfamiliarity less use is made of Erasmus+ than they would
like. An equally large number of training courses make less use of the programme due to the
extensive administrative burden and the amount of time it takes to submit an application.
According to one of the participants, after deduction of personnel costs involved in submitting
an application only a limited net amount remains of the subsidy (if at all granted). Three other
participants also mention the relatively low chance of approval. Some participants state that
other resources are selected when these are available sooner. The interviews with participants
from four training courses also showed that it takes a certain level of expertise to submit an
application. This may form an obstacle if there is only limited experience with applying for
Erasmus+ resources on hand.

“Well, for me it would be really convenient if | had a better idea of how such a KA2 application
works. | have done a lot of searching, including that old project, that lady knew a lot, asked her,
like: “Hey, where can | find how this works?’ And I've also called the penholder in England many
times, like: ‘You really have to help me here’, because budgets and all those things. And also
here in-house; it was part of a larger project, so there is a separate department for this, who
are monitoring things, and our own financial department, and project numbers. It would be really
helpful if there was a handy manual, because it’s really very diverse and complicated.’

One training course mentions that students are sometimes more interested in a foreign stay
outside of Europe, particularly when it is a three-month stay. Language is often a barrier for
exchanges within Europe. Students can only go to many of the European countries when they
have been raised bilingually because one of their parents is from another European country.
Language remains a major obstacle for an international internship within Europe.

What are the Success Factors for Internationalization and the Employment of Erasmus+?

Here as well, the importance of being able to share the outcomes and experiences gained
abroad is mentioned as an important factor for success. The patrticipants regret that there aren’t
more students making use of an Erasmus+ grant. Four training courses mention that the
possibility of gaining an international experience should be brought to students’ attention at a
much earlier stage. And, in a departure from practice at the PABO’s, here, two of the six training
courses state that a longer stay is actually more valuable. An adequate preparation of the
students going abroad is also mentioned as a factor that might contribute to a valuable
international experience, for instance, by giving them a structured assignment and providing a
conceptual framework. Someone remarked that there really should be more bilingual teaching
at the teacher training course. It should make it easier to receive international students.

“Well, if they are actually going abroad, | think that they will only really learn when they are given
a highly structured assignment. Because what we noticed is that, at first, we thought: the
experience itself will take care of it, you give them a big assignment and that experience will be
enough. They do learn a lot, come home bigger with more self-confidence, but they don’t know
what caused it. They can't put their finger on what was so important. What I've noticed is that,
when you properly prepare them, and when you give them really good assignments and
profound reflective questions, then they will to a much larger degree understand the value of all
the things they do over there, also on site. To be honest, | learned this from a colleague, because
as part of a minor programme we have, he taught [...] a course in cultural and intercultural
communication; and within that framework gave them a large number of assignments to prepare
them for the foreign experience. He just gave them lessons before they left. He was really big
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on theory. Now, we thought: burdening them with too much theory could be a mistake. But what
we did notice was that his students made much greater progress during their stay.”

“Students gain insight and knowledge from a foreign experience, and | want them to know this.
They experience that things are different in other countries, that people there communicate
differently; they always acquire interesting ideas that enrich them. That you realise things don’t
always go the way you're used to doing them yourself. This may lead to their acquiring different
ideas in their future activities.”

How does the Employment of Erasmus+ Grants benefit Teachers?

“It certainly has an effect on teachers’ diversity thinking. You also learn much from teaching in
another country and setting up joint research projects. Also highly valuable. You learn a lot with
regard to content but also about their problem-solving methods. You draw on all of that in the
classes you teach back here.”

Teachers are especially enthusiastic about the results they see within partnerships. It is seen
as highly valuable to be actively engaged with colleagues over longer periods of time in
developing teaching methods and/or knowledge in your own field. The contacts you make in
this way are often permanent, even after completion of the project.

What could Erasmus+ do differently?

Filling in all the forms is experienced as a lot of hassle for people who have no experience with
that. There has to be assistance available somewhere within the institution, or it won’t work. The
assessment of the applications is quite strict. One person said that she had to fill out at least 25
different things and if one is done incorrectly the whole application is rejected. Three of the
training courses say the low chance of approval forms an obstacle to applying for Erasmus+
resources. If you don’t have someone willing to clear the hurdles, it is not going to work. The
heavy administrative burden also does not help in promoting internationalization.

The Erasmus+ grants are great but not sufficient for all students. Finances sometimes get in
the way of development.

A long stay abroad is not possible for part-time students because they also have jobs and
often also care responsibilities. The way internationalization is currently set up is only feasible
for full-time students.

To many students, a three-month stay abroad is an unsurmountable obstacle. And students
who do want to go abroad for three months, prefer to go really far away, to a country outside
Europe.

Erasmus+ is unknown to many teachers and only discovered when there is an enthusiastic
internationalization staff member. Erasmus+ promotional material can be really helpful, such as
videos or publications.

Monitoring interviews are especially valuable, because that is when you hear at the student level
what it has all been about.

Partnerships are highly appreciated by the participants. Within institutions, plans for such
projects are not always warmly welcomed because they require substantial own funding. This
is still doable for smaller projects, but sometimes there are substantial amounts involved. And
this constitutes a serious obstacle. “You learn the most from the collaborative projects, but |
always give a negative initial advise because they require so much of our own funding.”
Projects are very good leg-ups for a valuable international network.
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The ULOs (University Teacher Training Courses)

The Participants.
A total of five participants from three ULOs took part in the follow-up study.

Images of Internationalization.

ULOs form part of a university and they always have an international orientation because they
want to matter in the international scientific community. In addition, universities want to be
attractive to international master students or postgraduates. This is especially front of mind with
the interviewees. It also concerns the teacher training course. On person said about two of the
universities that their colleagues there find internationalization important, others find it not all
that important or not at all. Here as well, colleagues think of internationalization primarily in
terms of students going abroad and, secondly, it holds true for all universities that they’re
thinking in terms of research projects they conduct together with foreign colleagues. To a
slightly lesser degree, they think of students coming to their teacher training course from
outside. There is much less conversation about all other subjects. Being mentioned is -
consistently by less than half of the participants — that conversations are about the space that
internationalization should occupy in the curriculum and about learning about foreign cultures.
One person mentioned that internationalization teaches students how to deal with diversity.

One of the respondents indicated that management found internationalization important. The
others gave the impression that this was not a subject management is interested in.

Students do not seem to find internationalization important. However, two participants stated
that students do find it important. They link it to the broadening of horizons, a preparation for an
opportunity to work abroad, or because they take an interest in a specific country. One or two
people mentioned that students then think of learning from foreign cultures (for instance, about
what the educational practice is like abroad, and to use that information as a source of inspiration
for their ow teaching activities).

Linked to Teacher Professionalization

The participants say that internationalization does not form part of their professionalization as
teachers at the teacher training course. It does, however, where their research and academic
teaching activities are concerned. Internationalization is important for those activities
(publishing, international cooperation on research themes et cetera). At the training course,
they’re training teachers for the Dutch educational system, in which a stay abroad is not really
all that relevant. In an isolated case, internationalization is linked to gaining more knowledge
and an international perspective on the didactics of the subject that they teach. An overfull
agenda is an obstacle to their going abroad.

“Internationalization is sometimes linked to the professional development of the staff, but
mainly in the form of attending foreign conferences. Other than that, it is left to the staff their
own initiatives. It is true of course that if you want to successfully conduct doctoral research,
you will have, for instance, to have presented the research in an international setting. So, this
is being promoted. Also, for doctoral students to attend foreign conferences. And of course, for
staff engaged in research. But not really beyond that. The staff member would have to bring it
up themselves.”

The participants say that students do not go abroad because — according to one university —
they are being trained for the Dutch educational system. In addition, the full programme does
not allow it. They are in part-time education and for a large part of the week work at a school
as teachers-in-training Some of them mention their home situation which makes it impossible
for them to go abroad.

Internationalization in the Training Course Curriculum
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Only one university mentions internationalization in their curriculum. It implicitly forms part of
the curriculum at two others, in which case it is often linked to specific courses or types of
education. One of the universities also trains students for bilingual education and international
schools. In a marked contrast with the HBO (higher vocational education) teacher training
course, the university teacher training courses have no elective space in the form of minors.
There is, however, in some cases space to choose an optional subject in the field of
internationalization.

The participants state that internationalization comprises learning objectives such as dealing
with intercultural diversity, dealing with diversity, and personal development. This consistently
holds true for just one course. Three courses state it is about being internationally competent.
Learning objectives are not linked to teacher skills. One training course has a long-standing
internationalization policy, another is relatively new to the subject, and for the third this is not
known.

The Erasmus+ Programme

Just one of the participants was familiar with Erasmus+. This participant said they do not always
choose Erasmus+ because of the administrative burden involved. At this ULO, Erasmus+ funds
are being employed for both outgoing and incoming students and for partnerships. As far as the
other two are concerned, when they want to go abroad (usually for research purposes) they
apply for funding at the university’s internationalization office. And it is nearly always granted
when the visit is well motivated. Two universities say that they would like to make use of
Erasmus+ grants more often.

What are the Success Factors for Internationalization and the Employment of Erasmus+?
Teachers mention participation in an international network where you engage in joint
development and gain knowledge together as the most valuable aspect of international
exchanges.

“We discussed with six international teacher training courses what kind of teacher we actually
turn out as a training course. That was really valuable. Then you see how different they actually
are and at the same time that they can actually teach just about everywhere. Good examples
are our partnerships that we have with a number of countries. Erasmus+ was involved at the
start. We simply looked where our Erasmus+ partners were located and eventually chose these
three countries.”

How do Students benefit from Internationalization and the Employment of Erasmus+ Grants?
Here as well, participants say that the benefits for students are substantial but notin all cases
linked to the teacher in training. Students benefit greatly on the personal level but spend too
little time at the teacher training course to go abroad as part of their education.

What Benefits do Internationalization and the Employment of Erasmus+ Grants bring Teachers?
For teachers as well, a stay abroad is highly valuable but not actually linked to their jobs as
teacher trainers. One of the trainers has developed a master in collaboration with international
colleagues and the results were valuable, as are the lasting contacts that resulted from the
project.

What could Erasmus+ do differently?

The participants do not have sufficient information on the Erasmus+ programme to be able to
say what could be done differently. Someone did suggest putting the programme on the agenda
of the national consultative committee of university teacher training courses (ICL) to generate
more attention for internationalization at teacher training courses.
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Teacher Training Courses for the Arts

One person was interviewed from the KVDO (teacher training courses for the arts). The teacher
training course is a small department within the art academies. Notable is that in art,
internationalization would seem to be important so that artists have an international orientation.
It appears to be less important for the arts teachers at those academies. That is to say, at the
one college that participated.

Images of Internationalization

Internationalization is considered important by some colleagues, but not by others. When
colleagues think about internationalization, they think of students going abroad. The
conversation with regard to internationalization is about learning to deal with diversity and
about Internationalization@home. Management is thought to have a positive attitude toward
internationalization.

KVDO students find internationalization not important as they are being trained for the Dutch
educational system and don’t regard internationalization as a vital part of their future
professional activities. When they do find internationalization important, it is primarily from a
perspective of dealing with diversity.

Linked to Teacher Professionalization

Internationalization is not yet part of the teacher professionalisation policies, but is being
integrated into a multi-annual personnel plan, specifically with a view to interculturality and
exchanges with foreign training courses to improve teaching: so that teachers occupy
themselves with education development in a wider community instead of exclusively within their
own curriculum and team. Teacher trainers do not go abroad themselves because this is
impossible to combine with their home situation, their agenda is overfull, and they have other
priorities.

Internationalization in the Training Course Curriculum

Internationalization does form part of the curriculum, both of the mandatory and the elective part.
Linked learning objectives include learning to cope with diversity. In that sense, it is also linked
to teacher competencies. However, the internationalization training policy currently in place is
of a very recent date.

The Erasmus+ Programme

The application for Erasmus+ resources for student mobility is organised academy-wide. The
participant does feel that — more — use should be made of Erasmus+ and would like to do so
more often themselves. Erasmus+ could also be employed for structural partnerships with
steady partners. At present, this often does not happen because an application brings a lot of
administration and so takes a lot of time and then all those other priorities quickly take
precedence.

What are Success Factors for Internationalization and the Employment of Erasmus+?
“An international meeting puts you in a kind of flow. New things emerge that people flock to
enthusiastically, so that is really special. These are really good outcomes.”

What are the Benefits of Internationalization and the Employment of Erasmus+ grants for Students?
It can be really valuable for students because they learn a great deal about the didactic
approach and the professional preparation in other places. And of course, they learn how the
content of their subject is perceived in other countries.

How do Teachers benefit from Internationalization and the Employment of Erasmus+ Grants?
It is important for teachers to work on educational development in a somewhat broader
environment and not just in their own little circle. They bring the outcomes to their contacts with
their own colleagues and training course.
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Basic and Senior Educational Qualifications

One person was interviewed, who at one of the universities is responsible for professionalization
geared toward obtaining the BKO (Basic Educational Qualification) or SKO (Senior Educational
Qualification) certificates. They were selected because the other participants were unfamiliar with
Erasmus+ or indicated that no use was made of the programme. As this was a different department
from the teacher training courses, the person who did participated could not really answer the
interview questions either. This report is therefore different in nature from the others.

The department and the person who participated in this research has no designated hours for
internationalization. The set up of their course is demand driven and, as a result, the department
may be faced with internationalization when course members have questions about a related
learning issue. The professionalization activities are always bespoke. The course members
present learning issues related to their work. For instance, when a course member wants to
obtain the BKO to be able to teach a mixed classroom, a learning portfolio is created around
that theme. Because it is important for the university to maintain their international standing (to
attract master students, research projects, international publications), there are teachers who
want their learning pathway to focus on internationalization. The participant estimates that this
comprises five percent of the course members. The participant did not know whether the
university uses Erasmus+. Colleagues in his department do not go abroad and course members
also never go abroad as part of their preparation for the BKO/SKO.
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CONCLUSIONS

The conclusions that we can draw based on the results presented are formulated per research
guestion. As the results from the staff members at the universities involved in BKO/SKO diverge
greatly from the teacher training course these results have not been included in the
conclusions.

1 What is the Current State of Affairs within the Teacher Training Courses with regard to
Erasmus+ Projects expressed in Figures (Size, Distribution by Course/Study) with
regard to both KA1 Projects (Teacher and Student Mobility) and KA2 Projects (Strategic
Partnerships with a Focus on the Teacher Trainers)?

Based on this research, it is not possible to determine in exact figures how often Erasmus+

resources are employed compared to the total internationalization budget. This is due to the

way institutions for higher education have set up their internationalization efforts. Larger

institutions often have an international desk or office with its own budget. These offices also

control the finances.

There are UASs which have a mandated internationalization coordinator or staff member at the
course or faculty level. In such a situation, there is also a staff member at the course level who
has time (i.e., hours) to read the information pertaining to internationalization (such as the
Erasmus+ Programme Guide) and keep that information up to date. Most training course have
teachers who have a number of dedicated internationalization hours, varying from zero to a few
hours per week. In some cases, this if 40 hours per week, but for several courses within the
institution. At the university teacher training courses, staff members do not have dedicated
internationalization hours. As the people responsible for internationalization within their training
course, these staff members have no full financial overview. In all cases, they are involved in
internationalization as part of their training course’s curriculum and focussed on strengthening
that aspect of their training course. A number of them are familiar with Erasmus+ and know of
the conditions that apply to a KA1 and KA2 application. Others do not. They are internationally
active at the planning and execution level and ‘ask’ for money from the office controlling the
budget. Not everyone we met or interviewed was familiar with the Erasmus+ programme. In
addition, there is one group who are familiar with the programme but do not know which
mobilities or projects are funded by it.

The Erasmus+ Programme in the Teacher Training Courses

Most teacher training courses say they make extensive use of Erasmus+ when students and
teachers go abroad. A large majority of the PABOSs, the second-degree teacher training
courses, and the ALOs say they make use of Erasmus+, the KVDOs and ULOs do so to a
lesser degree.

According to the respondents, students from the second-degree teacher training courses go
abroad on an Erasmus+ grant the most. In addition, a relatively large number of students from
the PABOs and ALOs go abroad on an Erasmus+ grant. The answers to the question of how
many percent of all outgoing students make use of an Erasmus+ grant vary greatly, and as a
result would appear insufficiently reliable. In all cases, students more often go abroad for part
of their study programme rather than for an internship. Internships are generally more
challenging due to the language barrier. Within Europe, this is only possible when it's an
English-language internship or the students speak the language of another European country
because they were raised bi-lingually.

Of the PABO respondents, nearly 90 percent say that Erasmus grants are used for teacher
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mobilities. At the second-degree teacher training courses and the ALOs, half the
correspondents say this. Relatively often, the respondents state they don’t know. Just under
half of the respondents say that KA2 grants are now being used or have been in the past. Many
respondents say they don’t know if a grant has ever been used.

2 What Image of Internationalization is prevalent at Teacher Training Courses, and how
much Importance is attached to Internationalization?

Image of Internationalization

In order to answer this question, we used the interviews to find out what the conversations are
about when internationalization is the subject. For all of the participants goes that the subject is
most often students who go abroad (25x), followed by curriculum development (18x), Diversity
and learning to cope with it (15x), international partnership projects (15x), students coming to
the institution from abroad (13x), internationalization@home (11x), colleagues going abroad
(10x), and lastly study trips/excursions (7x).

The response to the questionnaire was high, from which we can conclude that the people who
were approached — and therefore involved in internationalization activities at their courses —
attach importance to internationalization. The majority of the participants state that their
colleagues find internationalization important.

A number of differences can be identified per type of training course. At the PABOSs,
internationalization is considered important by most of their colleagues and the management.
PABO students also find internationalization important and also to them it is mostly about ‘going
abroad.” PABO students seem to find this important primarily for their professional
development; to a lesser extent reasons are mentioned such as learning from ‘abroad’ or
learning foreign languages.

Atthe second-degree teacher training courses, internationalization is found important mainly
by the language sections and those teaching world orientation subjects, and not so much by
the sciences sections. Management is also not equally enthusiastic across all training courses.
Students at the second-degree training courses just as often as not find internationalization
important. Within the second-degree training courses, the students who want to go abroad are
relatively often students who want to discover their country of origin, such as Turkey and
Morocco. Other students want to discover other forms of education, look for adventure,
challenges, and broaden their horizon.

At the ULOs, teachers and management of the teacher training courses are much less focused
on internationalization. Conversations on the subject relatively often centre on international
partnership projects. The students seem to find internationalization less important as well. The
importance attached to internationalization at the KVDOs varies and the main topic of
conversation is students who go abroad. Students don’'t seem to find internationalization
important at all. If they were to go, it would be to learn how to deal with diversity.

Importance of Internationalization

The people we had contact with within the framework of this study through the questionnaire or
interviews find that internationalization is of great importance for education and the teacher
training courses. According to the participants, colleagues are more often than not enthusiastic
about it. At the same time, they also stated that the importance attached to internationalization
and the concomitant effort depend on their enthusiasm. Internationalization is often just one of
many themes that claim the attention of teacher trainers or within the curriculum.

Supporting its importance are the possibilities to get involved in internationalization. At nearly
all training course, with the exception of university training courses, students can and may follow
part of their education abroad. The percentage of students availing themselves of this possibility
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is not very high, as is also known from earlier studies. PABO students go abroad the most, with
a big difference between the various PABOs involved in this study. Only limited humbers of
students from the ULOs, the art academies and the ALOs go abroad.

Various reasons are cited for the low percentages. The most important argument at all the
training courses is a fear of suffering a delay in their studies (15x), followed by financial
considerations: it is too expensive and/or the students lose the income from their side jobs (9x),
the home situation, including boyfriends and girlfriends (9x) and personal circumstances such
as health issues (8x). In all cases, part-time students almost never go abroad because they
cannot or will not go because of work or their home situation. Not being able to leave for such
a long period also applies to the ULO students who work as a teacher-in-training for three or
four days a week. At the ALO, KVDO, and part of the second-degree training courses, a lack of
comparable training courses abroad is mentioned, and that students are being trained for the
Dutch educational system. Not going also has a financial element.

There are nearly always possibilities for teachers to go abroad. If a teacher wants to go, funding
can nearly always be arranged and permission obtained. Teachers at the university teacher
training course do not often go abroad to teach, but quite often to engage in research activities,
so more often for a congress or conference. The percentage of teachers who go abroad is not
very high and they almost always indicate that the workload is too heavy. Teachers do not have
time to go. Teachers who have been working within HBO (senior vocational education) HSE for
a longer period of time also mention that these days it is more difficult (or even impossible) to
schedule in free days by arranging this with their students themselves.

Staff who are committed to internationalization are dependent on the moral and financial support
of their management. They do not always experience it. The management would appear not to
attach much importance to it and there is little appreciation. This may coincide with limited
financial support but is not always the case. It is possible that there is always some way of
paying for it from a special fund while at the same time staff feel their efforts are not being
appreciated. As someone remarked: ‘when the application for a project was approved and we
received quite a lot of money, there was hardly any reaction from the director.’” In addition to
these managers, there are also those who are very enthusiastic and encourage staff to
participate in many internationalization activities. And as a kind of in-between situation, we
encountered enthusiasm at the management level but internationalization always having to
compete with so many other important themes that require attention.

3a What is the Policy with regard to Internationalization within the Teacher Training Courses
and how is Erasmus+ integrated in these Policy Plans? If Erasmus+ does not form part of
these Policy Plans, what is the Reason? How could Erasmus+ fit with the Policy Plans
and the Educational Programme?

Of the 17 institutions of which staff participated in the interview, we collected and read the policy
plans via the participants. All UASs and universities of which staff were interviewed have an
internationalization policy plan at the institutional level. The participants in the interview were
not always aware of its existence. The PABOs and ALOs most frequently also had an
internationalization policy in place at the course level. Participants from those training courses
are actually familiar with the internationalization policy. This is true to a lesser extent at the
second-degree teacher training courses. At the university teacher training courses there is
hardly any policy at the course level.

Internationalization is often formulated in the policy plans as an aspect of the quality the
institution wants to supply. Quality aspects are: to contribute to diversity, to the intercultural
society, and to world citizenship. Institutions want their education to instil in both students and
teachers an awareness of the European dimension and of its political and cultural diversity.
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They want to turn out students who can participate therein. It is important to be able to
participate in international networks, this applies to both staff and the students they train. In
addition to the universities, HBO institutions also often mention that they are seeking
international partnerships and exchanges for their research. Of primary importance to the
universities is being attractive and accessible to foreign students. Their teachers must be
capable of working in mixed classrooms.

All institutions make a connection at the policy level between internationalization policy and staff
professionalization. Often mentioned objectives in this respect are language competence (for
English language courses), being able to deal with diversity/a mixed classroom, and developing
and maintaining an international network in their field of study. The policy plans also set down
the intended learning outcomes for the students. At that level, these outcomes are set down in
conformity with the international competencies as formulated by Nuffic.

Thirteen of the 17 policy documents explicitly refer to Erasmus+ and usually also to the way in
which it is employed. Ten institutions explicitty mention using the programme for student
mobility. Five institutions say they utilize Erasmus+ for teacher and/or staff mobility. There is
one institution which focuses on exchanges with Erasmus partners. The institutions also indicate
they make use of Erasmus+ resources for their internationalization policy (2x) and for
international partnership projects (3x).

Question 4 examines the arguments for not making use of Erasmus+ and the desired
adjustments with regard to the Erasmus+ programme.

3b What do Teacher Training Courses want to achieve with Erasmus+?

One aspect of this interview was the way in which Erasmus+ is positioned within the curriculum
of the different training courses. Not all participants are familiar with Erasmus+, so here the
guestion is whether internationalization forms part of the curriculum and also whether any
learning objectives have been linked thereto. At the PABOs and the second-degree training
courses, Erasmus+ plays an important role in their internationalization activities.

At the PABOs and the second-degree training courses, internationalization in all cases forms
part of the curriculum. At the PABOs and the second-degree teacher training courses for the
languages and world orientation, this often includes units mandated for all students. Such as,
for instance, the obligation to spend a week abroad, but it may also concern
internationalization@home. Internationalization is nearly always linked to learning objectives
related to Nuffic internationalization competencies. It is self-evident to everyone that this also
includes teacher skills.

In addition, internationalization is often embedded in an elective element of the curriculum, such
as an internationalization minor. A stay abroad is always part of that minor. At the university
teacher training courses, internationalization only forms part of the curriculum at those training
courses that are internationally oriented. Students at those courses are being trained for bi-
lingual education or for international schools.

In all cases, students responded positively to the question what the benefits of
internationalization and the Erasmus+ programme are for them. It always has a fantastic added
value, both personally and professionally. Outcomes are linked to the future career as a
teacher. Students become wiser, more mature; they gain new ideas, it is an enriching
experience. It is all about the benefits for the student as a future teacher. They learn from
different contents and didactic approaches. In all cases it is also quite valuable at the personal
level.

Training courses state that the results of a stay abroad can be augmented by providing a good
preparation for the training course and giving the students an assignment or conceptual

50



framework they can use while abroad. Training courses could attract more international
students if they were to increase the amount of bi-lingual education they offer. Also mentioned
is that early promotional activities can enthuse students. The training courses should start
announcing the possibilities around internationalization during their open days. Students won’t
go as a matter of course and should be stimulated to do so.

3c To what Extent does Erasmus+ contribute to the Professionalization of Trainers?

The internationalization policy plans state that professionalization in that regard is always a
point of special interest. However, only half the PABO participants say that internationalization
is formally part of the training course’s professionalization policy. It is never felt as an obligation,
always as a possibility. Teachers, for instance, can almost always go abroad should they want
to do so for their own professional development.

This room also exists at the second-degree teacher training courses and at most of the training
courses teachers are in fact stimulated to do so. Teacher trainers from the university teacher
training courses are stimulated to go abroad for their professional development but primarily in
their role as researcher and hardly ever as a trainer.

Outcomes mentioned in across the various training courses are building an international
network, developing international competencies, knowledge-sharing with international
partners, and linking knowledge sharing to research and education.

Teachers find going abroad important but also mention a number of obstacles that prevent them
from going. Mentioned most and at all training courses is the full programme. Not getting any
support from management is hardly ever mentioned at the PABO, but is at the second-degree
training courses, where the participants also mentioned that teachers find internationalization
not really all that important because they are training students for the Dutch educational system.

The answer to the question whether an Erasmus+ grant has benefits for teachers is
unanimously affirmative. It is always valuable for teachers to have contacts with foreign
colleagues. It provides a broader view on life, on their own life, but also on the world. It
enhances their diversity awareness and makes them better trainers. The added value for
university teacher trainers is linked to scientific research more than training teachers.

4 What are furthering (and limiting) Factors within the Erasmus+ Programme that lead to
Teacher Trainers and Students (Teachers-in-Training) learning much — or little — from an
International Experience? Are there any good Examples that could serve as an Inspiration
for the Sector as a whole?

The Erasmus+ programme always fits policy plans which — as we established — set down at the
strategic level what the institution strives to be and wants to promote with regard to
internationalization. Erasmus+ also offers enough for teacher trainers and students (teachers-
in-training) to learn from an international experience. Questions 2 and 3 articulate what makes
teacher trainers (3) and their students (2) not always choose for internationalization. Here, we
summarize why teacher training courses do or do not employ Erasmus+ grants at the
operational level.

The teachers/staff who we interviewed and filled in the questionnaires find internationalization
important because, to their mind, it contributes to the quality of the education they feel
responsible for. And this is why in most cases they want embrace it and propagate their mission
among their colleagues and the students they train. This takes primacy. In addition, it takes
commitment, which is to say, time. It is important to the participants that they should receive
funding for the additional costs and remuneration (in hours) for an acceptable part of their hours.

The Erasmus+ programme is an attractive financier but also has downsides. In the interviews,
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we asked what the limiting factors are, and why training courses decide not to utilize Erasmus+.

The reasons they mentioned were:

For staff

Their unfamiliarity with the Erasmus+ programme.

Specifically for KA2, the substantial administrative burden linked to the application and in
relation to the chances of success are seen as a high threshold. The application itself demands
a substantial deployment of staff and the chance of approval is deemed slight. This deployment
means a relatively large investment from the training course that managers are not always
keen on. In addition, the required co-financing is also substantial and the daily allowances low.
This is another reason why managers are not always enthusiastic about KA2.

Submitting an application requires a certain level of expertise. When there is little
experience with applying for Erasmus+ resources and no support from within the
institution, this can be an obstacle.

Specific to student mobility
For part-time students, a long stay abroad is especially difficult to realize. And when students
do want to go away for a longer period, they want to go farther away than Europe.

Students/teachers are sometimes overburdened during a longer stay abroad. By then, they
will have already experienced so much and on top of that are required to put a lot down on
paper. Their stay in and of itself is already sufficient in terms of learning gains.

Funding is mentioned as an issue. An Erasmus+ grantis a nice supplement, but an international
experience will always require a personal contribution. Not all students can afford this and not
all parents can make a contribution. This implies that going abroad on an Erasmus+ scholarship
will always remain the reserve of a select group of students.

What could Erasmus+ do differently?

It is often said that short stays are at least as valuable to students. This would mean that more
students than currently is the case could benefit from a stay abroad. There is a great need for
the reintroduction of short-stay possibilities on an Erasmus+ grant.

Erasmus+ is unfamiliar to many teachers and only becomes known if there is an enthusiastic
internationalization staff member present. Erasmus+ promotional material could be very helpful,
such as videos or publications. It could also be put on the agenda of the national umbrella of
university teacher training courses (ICL).

Lower thresholds for applying to partnership projects which are greatly appreciated

and very productive.

Also award grants for visiting conferences, congresses (mentioned 1x).

A manual and/or support with the applications (mentioned 1x).

Work on ways to lower the threshold for making international contacts (mentioned 1x).

Reasons for employing the Erasmus+ programme (success factors) are:

There is a follow-up linked to a stay abroad. Students can present their experiences to others.
At the same time, this is sometimes also mentioned as a downside. Much is expected from the
students even after their return.

Quite valuable are the networks comprising other European partners that are built via
Erasmus+. International encounters invariably lead to much enthusiasm, create a flow.
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Discussion

It is always a diverse group of people who filled in the questionnaires and participated in the
interviews. Not diverse in the extent to which they feel involved in internationalization, but in the
scale of the internationalization activities within their range of duties. The larger the number of
non-teaching hours or the extent of their responsibilities in this regard, the more is known about,
for instance, the degree to which the students and/or colleagues go abroad and whether or not
they employ the Erasmus+ programme. The respondents were unable to answer all of the
guestions and made this known. At the same time, we sometimes got answers we knew were
not always reliable because other colleagues from the same training course gave different ones.

The respondents are diverse, and so are the inventoried data. The study nevertheless resulted
in a realistic, nuanced, and multi-faceted image of the way in which internationalization forms
part of the teacher training courses and what they believe the outcomes to be. In addition, we
stipulated what can be done to increase the employment of internationalization.

The importance of internationalization in education, and by extension to the teacher training
courses, as established in earlier research notes is fully supported by all participants in this
study. They also find that the interest and enthusiasm that exists among them is shared by
many, but not all, colleagues and managers in practice. Too often, people still believe — students
as well - that internationalization is not all that important because in the Netherlands we
(primarily) train students for roles in the Dutch educational system. An increase in the
communication about internationalization and the way in which, for instance, this is facilitated
through the Erasmus+ programme could be helpful. The conversations on internationalization
have given the respondents food for thought. Communicating and informing teachers and
students about internationalization is desirable for both groups. Students must be informed
about the existing possibilities and stimulated to actually go abroad.

The attention afforded to internationalization at UASs and universities would seem to strongly
depend on individuals and personal commitment. The level of support at the institutional level
was not inventoried. The way in which respondents receive support from the institutional level
varies, as does the amount of time they are granted to work on internationalization. This leads
to a variable level of attention afforded to internationalization within the institutions: a difference
in attention that Van den Bos (2020) found as well. The enthusiasm and the commitment of
internationalization staff — often teachers with non-teaching periods — is also a determining factor
in the level of attention it receives. Support and/or stimulation by administrators and
management are crucial to both the necessary moral and financial support. Enthusiastic teacher
trainers remain like voices in the desert when that layer in the organisation does not propagate
what the policy plans prove to be the intent of the institutions in higher education.

A retrospective of what is already known from earlier research shows that the percentage of
teacher trainers and students (as future teachers) who gain an international experience is
limited. That is to say, limited in the perception of the respondents. No comparison was made
with other training courses within secondary education and the numbers provided vary greatly.
They do give the impression that the number of people who go abroad is not high. Despite the
formal possibilities, only few students and teacher trainers at the teacher trainer courses go
abroad. The results of this study match the data supplied by Nuffic for 2018: It is the PABO
students who in fact go abroad the most. Arguments have been mentioned for this low number
which specifically apply to the teacher training courses. The programme at the teacher training
courses is quite full. Much is being required of the students and teachers, and
internationalizaton has to compete with many other important themes.
Internationalization@home, as often noted, would seem to be a better fit for the full programme
experienced, possibly in combination with short international contacts. In the case of shorter
contacts, possibly online, English is usually the lingua franca. This prevents the existing
language problems. The language may pose a problem both during internships and while
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attending future-teacher and study programmes at other teacher training courses in Europe.
Outside the United Kingdom and Ireland, fluency in another language is a precondition which
very few students meet.

Based on the internationalization policy plans and the response in this research, we conclude
that internationalization is linked to the competencies as formulated by Nuffic. As established
earlier by Van den Bos (2020), teacher training courses find internationalization important for
the personal development of the students but also in order to prepare them for the cultural
diversity they will face in their future careers as teachers. Students must develop intercultural
competencies: the knowledge, attitude, and skill required in the interaction with children and
people from a different international or cultural background. An international orientation is often
mentioned as a learning objective as well (think of comparing foreign to Dutch educational
practices). The learning outcomes that respondents see in students who are internationally
active match those determined in earlier research (for instance, by Kans, Driessen,
Achterbosch, en Gremmen, 2020).

We decided not to further define this term in the invitation to the internationalization interview,
precisely to bring the participants’ own conceptualization to light. Notable was that none of the
participants asked us what we meant by internationalization. Most of the respondents agreed on
the definition of the term, including learning objectives and outcomes.

‘Going abroad’ or ‘internationalization,” can and should happen more often at the teacher
training courses. This is partly a job for the teacher training courses themselves, partly for the
National Agency Erasmus+.
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APPENDIX 1: ONLINE QUESTIONNAIRE FOR TEACHER TRAINING
COURSES (OFFLINE VERSION IN MICROSOFT WORD)

Erasmus+ online gquestionnaire teacher
training courses

Questionnaire about Internationalization within Teacher Training Courses

As commissioned by the National Agency Erasmus+ (for Education and Training), we investigate
whether this European grant programme is being used by the teacher training courses. We believe
that you are the right person fill in this questionnaire. Please let us know if this is not the case.

We would like one completed questionnaire per training course. Please forward the
guestionnaire to a colleague should this be necessary for that reason, or possibly fill out the
guestionnaire twice yourself, separately for each training course.

Data Processing By filling in the questionnaire you agree to this information being used for the
purposes of the research. The date will of course be processed anonymously.

Many thanks in advance for filling in the questionnaire! With kind regards, Gerda Geerdink Edwin Buijs

Background information

What is your position?

What is the name of your UAS or university?

Training Course

At which teacher training course are you involved in
internationalization? PABO

Second degree vocational and prevocational secondary education
Second degree for the vocational subjects

Second degree for the green vocational subjects

HBO Masters

ALO (Academy for Physical Education)

Teacher training course for the arts

ULO (university teacher training course)

Fill in the location here, when applicable.
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What is (roughly) the size of this training course in terms of the number of registered students in
2020/20217

Fewer than 500

More than 500 but fewer than 1000

More than 1000 but fewer than 2000

More than 2000

Internationalization Policy

Has a policy been established at the institution level (UAS, university)?
Yes

No

Other, namely
| don’t know

Is there an established internationalization policy at the training course level?
Yes

No

Other, namely
| don’t know

Is the established policy also put into practice? (Leaving aside the pandemic and its
conseqguences)

Yes, certainly

More ‘yes’ than

‘no’ More ‘no’ than

‘yes’ No

Can you clarify the answer to this question?

Foreign Experience for Students

Can students at the training course do their internship or another part of their study abroad?
Yes

No

Other, namely
| don’t know

How large (roughly) is the percentage of graduated students who availed themselves of the
possibility to go abroad?

Can you clarify this percentage? Can you explain this?

Foreign Experience for Teachers/Staff

Can teachers/staff at the training course go abroad for their own professionalization? (Multiple
answers possible)
Yes, to follow a course
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Yes, to teach over there or job shadow a foreign colleague, or to
attend a congress or conference

Yes, to collaborate in an international project

No

Other, namely
| don’t know

How large (roughly) is the percentage of teachers/staff who avail themselves of the possibility
to go abroad for their own professionalization?

Can you clarify this percentage? Can you explain this?

Use of Erasmus+ Resources
Are Erasmus+ resources (KA1 and KA2) used as part of internationalization activities?

Yes

Yes, but only to a
limited extent

No

| don’t know

Can you clarify the answer to this question?

Is the Erasmus+ Programme used for student mobility (KA1)?
Yes

Yes, but only to a

limited extent

No

| don’t know

Can you clarify the answer to this question?

How large (roughly) is the percentage of the students who go abroad individually for their study
or internship for whom the Erasmus+ Programme (KA1) is employed?

When students use the Erasmus+ Programme to go abroad, do they primarily go for an
element of their study programme or for an internship?

Predominantly for an element of the study programme

More often for an element of the study programme than for an

internship

More often for an internship than an element of the study

programme

Primarily for an internship

Other, namely
| don’t know
Not applicable
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Is the Erasmus+ Programme (KA1) used for teacher/staff mobility?
Yes

Yes, but only to a

limited extent

No

| don’t know

Can you clarify your answer to this question?

For how many percent (roughly) of the teachers/staff who go abroad does the training course
use the Erasmus+ Programme (KA1)?

Can you clarify what the main activities are of the teachers/staff who go abroad with the
Erasmus+ Programme? Think of: following a training course in another programme country
within the framework of professional development, for instance, a language training, job
shadowing, observation periods, or a course at a partner institution or organisation in another
programme country.

Erasmus+ Resources for strategic Partnerships

Does the training course employ Erasmus+ resources for strategic partnerships (KA2)?
Yes

No

Not at the moment, but has happened before

| don’t know

Can you clarify why KA2 resources are used or not?

For which themes are (or were) strategic partnerships engaged in with other programme
countries? (Multiple answers possible)

Modern foreign

languages Diversity in

the classroom

Knowledge of other countries and

cultures

European and world citizenship

Other, namely
| don’t know

In Conclusion
Is there something you’ve missed in this questionnaire and would like to mention?

Can we, if necessary, ask you some additional questions via email?

Yes
No
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For a more extensive clarification we would like to talk to colleagues from a number of
UASs/universities. Can we approach you for this purpose? (The interviews will preferable be
conducted online.)

Yes

No

Please fill in your name and email address here, so we can contact you.
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10.

11.

12.

APPENDIX 2: INTERVIEW GUIDELINE

Part 1: Introduction of the Interviewee; Questions about the Substance of the Activities related

to Internationalization
What is your position at the institution? Teacher, head teacher?
Do you have hours formally dedicated to internationalization activities? How many?

When no hours are available: what are your internationalization activities?

Part 2: Images of Internationalization among Colleagues and Management
How do people at the course think and talk about internationalization?

Do the colleagues who find internationalization important constitute a majority or rather a
minority?

How does your superior feel about internationalization?

Which internationalization activities are discussed at the training course when the
conversation is about internationalization? (Open guestions first)

Part 3: Internationalization as part of the Training Course’s Curriculum

At the training course, is internationalization linked to learning outcomes or objectives relevant
to the teacher in training?

If so, which learning outcomes/objectives for future teachers do colleagues have in mind then?
(Open question and, depending on the answer, follow up with the question below and await
the response.)

What makes students learn from an international experience?

Are internationalization activities included in the Education and Exam Regulations

as mandatory elements of the course?

As a mandatory element for all students?

If not mandatory: Optional, as elective elements?

How is it included? (Elective study points? minors? Master classes? Honours programme?)

Has the training policy as currently practiced been in place long? Or just recently been
introduced?

Part 4: Images and Importance of Internationalization among Students

How do students at your training course feel about internationalization? How is it
perceived? Further questions:

Why do students find it important (or not)?

What is the division between the percentage who do find it important versus those who don’t?

To what extent do students regard internationalization as a crucial, indispensable dimension
of their future professional activities?
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22.

13.
14.

15.

16.

17.
18.
19.

20.

21.

23.
24.

25.

26.

Are there any students who do find it important and yet do not opt for a mobility?

Do teachers talk to students about the importance of internationalization as part of their future
profession?

Part 5: Importance of Internationalization for Staff
Are internationalization activities linked to outcomes of:

The course in general?
Teachers?
Is it specifically for teachers also part of the professionalization policy?

Part 6: Erasmus+ Programme
Does the course employ Erasmus+ resources?
(We assume this is the case at all training courses we selected)

If not, ask: why not?
When do you decide not to use Erasmus+ to fund activities, and why not?

. If yes, ask: Does this apply:

To the training course as a whole? To staff?

To teachers? To students?
Do you rely on Erasmus+ for specific activities?
Which activities are financed with Erasmus+ funds?

Depending on the answer, pose follow-up questions, and also consistently ask about the
why or why not):

For specific internationalization objectives? Which objectives would those be?

Would you like to make use of the Erasmus+ programme more frequently than is currently the case? /

Why don’t you? / What is keeping you?

What do you experience as the biggest obstacle to participation in Erasmus+?

Would you recommend Erasmus+ to colleagues at other training courses? Why/why not?
Recapitulating general final questions:

What does Erasmus+ contribute to the teacher training course that benefits the students?

What does Erasmus+ contribute to the professionalization of staff and teachers within teacher
training courses?

Do you know of any examples of successful Erasmus+ projects within teacher training courses,
and why were they successful?

Do you have personal experience with Erasmus+? Can you tell us more about it?

In Conclusion (2 min) Is there something that did not come up during the interview that you
would like to share?
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APPENDIX 3: QUESTIONNAIRE RESULTS PER TYPE OF TRAINING COURSE

The second-degree Teacher Training Courses

There are nine institutions for second degree training courses for secondary education and
VMBO and MBO (pre-vocational and vocational secondary education); twelve staff members
from eight courses patrticipated in this study by filling in the questionnaire. At three of the eight
institution, teacher training courses for the vocational subjects (teacher training courses in
health and welfare) form part of the course, one teacher training course also includes and ALO
(academy for physical education), one institution only has a teacher training course for the green
sector. Upon request, some institutions provided additional names and email addresses of those
responsible for internationalization. The various training courses within an institution will then
each have their own internationalization coordinator. Not everyone is equally well informed
about their institution. We inferred this from the different answers we sometimes received with
regard to the same course. One person said that there are 500 to 1000 students enrolled at the
institute whereas another said there are more than 2000. The staff members who filled in the
guestionnaire hold a number of different positions. They mentioned: researcher, teacher trainer,
project leader, sometimes internationalization coordinator, minor coordinator, foreign languages
teacher, or policy officer.

Different answers were given to the question whether there was an internationalization policy
in place at the training course level. Five respondents answered this question in the affirmative,
three answered ‘no.” Four respondents filled in ‘other, namely,” of whom one clarified their
answer by saying that this was the case at the faculty level. Yet another person said there was
an activities plan at course level that in turn was derived from the faculty plan. At two UASs
with several respondents, these gave varying answers. At the one UAS, ‘yes’, ‘no’, and ‘other,
namely: under development’. At the other UAS with more than one respondent, the answers
included ‘yes’ and ‘other, namely: there are descriptions, but not a real policy.’ In all cases but
one, all UASs had an internationalization policy at the institutional level; at the two UASs without an
internationalization policy at the course level, there was an internationalization policy in place at the
institutional level (Table 17).

Table 17: Internationalization policy at second degree teacher training courses

p Training course Only at the No policy
level institutional level

Varying answers were given to the question whether the policy was put into practice. Two
respondents replied: ‘yes, certainly’. According to five respondents it is put into practice more
often than not. According to five other respondents it is the other way around (Table 18). One of
the respondents clarified their answer: “It is a spearhead of the UAS, but nothing seems to be
happening.” As a clarification for ‘more no than yes’, respondents also listed that there is no
budget linked to the policy. Management does not always propagate the policy, which in all
cases must fit in with shop floor practice.

L At one UAS, three respondents answered ‘yes’, another answered ‘no’, and the last one answered
‘other, namely: under development’.
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International competencies for training courses have been set down on paper. For part of the
subjects (modern foreign languages) there often is a self-evident connection with colleagues
abroad. One of the respondents mentioned that there is a popular minor that comprises a stay
abroad. Also mentioned was the element ‘internationalization@home’. One training course has
set down a learning line ‘international and intercultural’ as part of the curriculum. Itis now up to
the teachers to implement it.

Table 18: Is the policy put into practice as set down?

Yes, More ‘yes’ More ‘no’
certainly than‘no’ than ‘yes’

At all of the courses students can do an internship or part of their study abroad (table 19). At
present, this is not happening due to the Covid pandemic. Some commented that internships
are often not possible.

Table 19: Possibility for students to go abroad

Second degree (n=12) 12

The answers to the question on how big a percentage of students go abroad differ substantially.
The categories less than 5 percent, 5 to 10 percent, 10 to 25 percent, and 25 to 50 percent each
comprise two respondents, while no data are available for four of the respondents (Table 20).

As a clarification for the percentages, the respondents mentioned that the percentage is high
among language students because it is a mandatory element. Clarifications for the low
percentages include: students do not want to go; they want to follow the regular programme;
they do not want to be away from home for too long, or they cannot afford it. Another argument
is that students do not want to go abroad because they are being trained for the Dutch
educational system. It is difficult for part-time students to go abroad, particularly for a longer
period of time. The respondents also report that going abroad is primarily of interest to the
language students. In addition, students of subjects such as geography tend to be interested
in a stay abroad, but the students of science subjects to a much lesser extent. The respondents
said that early information campaigns and enthusiastic teachers can persuade students to go
after all. Students will also go when it is mandated.

Table 20: Percentage of students who go abroad

< 5% 5-10% 10 — 25% 25—-50% 50-75% 75 -100% Don’t
know
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Teachers can go abroad for their own professionalization (Table 21). They do so to collaborate
on an international project (9x), attend a congress or conference (11x), job shadow a foreign
colleague or teach themselves(11x), or follow a course (10x). They also go on their own study
trips.

Table 21: Teacher activities abroad

Collaborateona Attend a CongressJob shadow or Follow a course
project or conference teach

The percentage of teachers who go abroad varies. Three respondents state that it is lower than
five percent, six respondents say it is between 5 and 10 percent, one respondent says it is 20
percent, and yet another 40 percent. The latter respondent clarified their answer by saying going
abroad is strongly promoted. The answer of one respondent is missing (Table 22).

Table 22: Percentage of teachers who go abroad

< 5% 5-10% 10-25% 25-50% @ 50-75% 75-100% Don't

Teachers don’t go abroad all that often or not at all due to workload and inflexible rosters. And
also, because they are focused on the Dutch educational system. In the major cities,
internationalization often equals urban education. Becoming acquainted with other cultures and
nationalities is part of the curriculum because that is what the students as future teachers are
already dealing with in their own cities. Inadequate facilitation is also mentioned as an
argument. Teachers do go abroad for congresses and international networking conferences.
Also, with the notable exception of one training course, staff mobility is not seriously
encouraged.

The Erasmus+ Programme

To the question whether Erasmus+ funds are used for internationalization purposes, two
training courses answered ‘yes’, seven courses said ‘yes, but to a limited extent’, one said ‘no’,
and with regard to two training courses the respondents did not know (Table 23). Mentioned as

1.

clarification for the level of utilization was; For ‘yes’: “We use it when possible”. For ‘yes, but to
a limited extent’: “We do for students, both outgoing and incoming.” Not that often for teachers,
because the required co-funding is relatively high. The ratio between the amount of work and
the grant amount is out of balance, in which case the management will not approve it. Limited
for teachers also because the application is too complicated for management. With regard to
KA2, the respondents also mention that the chances of success have grown very slim since
Erasmus+. In addition, the requested own contribution is high and the daily allowance low.
Whenever possible, courses will participate, but preferably as a partner rather than as a
penholder.
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Table 23: Use of Erasmus+ resources (KA1 and KA2)

Yes, but to a Don’t know
limited extent

The next question is whether Erasmus+ is employed for student mobility (table 24). To which
five respondents said ‘yes’ and four said ‘yes, but to a limited extent’. One respondent already
stated in his answer to a previous question that no use was made of Erasmus+ subsidies.

Two respondents did not know whether Erasmus+ resources were employed for student mobility
or could not really say because it varies greatly. One of the respondents who said ‘yes’ clarified
his answer by saying that without Erasmus+ mobility in Europe would not be possible for their
students. Mobility outside Europe is financed from a different fund or by the institution’s own
training course but Erasmus+ is indispensable. Other training courses also say that students
benefit greatly from the Erasmus+ grants as there are few, if any, alternatives.

Table 24: Use of Erasmus + KA1 subsidies for student mobility

Yes, but to a Don’t know
limited extent

When asked about the percentages of student who go abroad on an Erasmus+ grant, the
respondents mentioned: hardly, substantially, 1 percent, 55 percent, 75 percent, 90 percent,
95 percent, 100 percent of the student who go abroad within Europe (Table 25); so, high
percentages.

Erasmus+ makes a large contribution to the number of students who go abroad.

Table 25: Students who go abroad on an Erasmus+ grant

< 5% 5-10% 10-20% 20-50% 50-75% 75-100% Erasmus+ Don'’t
notused Kknow

Students more often go abroad for one element of their study programme rather than for an
internship (Table 26). One of the respondents answered that it used to be primarily for study
purposes, but that the internship share is steadily growing, as a result of which the division is
now about 50/50. Another respondent indicated that students more often go abroad for an
internship than for a study.
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Table 26: What do students on an Erasmus+ grant do while abroad?

Interns More often 50/50 More often Study Don’t Erasmus+
hip for an for a study programme know not used
internship than an element

than study internship

The answers to the question whether KA1 is used for teacher mobility vary. Two respondents
said ‘yes’, four said ‘yes, but only to a limited extent’, one respondent said ‘no’, and five
respondents indicated they did not know (Table 27). According to the respondents, it does not
happen often because teachers lack the contacts to, for instance, go give lectures somewhere
else. It does happen more often during international weeks or summer courses organised at an
UAS or abroad at an institutional partner. Teachers do not always choose Erasmus+ resources
because sometimes it is more convenient to have their stay abroad funded differently, for
instance, from their own funding policy.

Table 27: Use of Erasmus + grants programme for teachers/staff

Yes, but to a Don’t know
limited extent

The percentages vary. Figures mentioned include 0.1 percent, 5 percent, (less than) 10
percent, 10 to 20 percent, 50 percent and once 75 percent. Respondents often have no answer
because they don’t know (Table 28).

Table 28: Estimated percentage of teachers who go abroad on an Erasmus+ grant.

< 5% 5-10% 10-25% 25-50% 50-75% 75-100% Erasmus+ Don't
not used know

In the comments on what the main activities of teachers abroad are, it usually concerns very
different activities, such as contributing to an international week, teaching in regular
programmes or summer courses, projects and partner consultations, conferences, a
professionalization course in their own field, and job shadowing.

The next question is whether Erasmus+ subsidies are used for KA2 partnerships (Table 29). Five
respondents said ‘yes’. Two respondents clarified their answer by saying that they are currently
involved in a partnership, and one said they participate when it fits with themes from their own
educational domain. One respondent said that it was not currently the case, but Erasmus+ funds
had been used for KA2 partnerships in the past. Not participating, according to the respondents,
has to do with the, in their experience, currently low chance of success for KA2 applications.
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Participation requires a large amount of time, something management is not crazy about.

Table 29: use of KA2 subsidies of the Erasmus+ programme

Not now, but Don’t know
happened

before

Respondents mentioned the following themes for strategic partnerships: European and world
citizenship (3x), modern foreign languages (3x), knowledge of other countries and cultures (3x),
and diversity in the classroom (2x). In addition, in the category ‘other’, they added themes such
as: building networks (1x), developing joint curriculum elements (1x), technical classes and
giftedness (1x), and education development and support methods (1x) (Table 30).

Table 30: Themes for which strategic partnerships (KA2) with other programme countries are or
were engaged in

Modern versity in the Knowledge of European and Other
foreign classroom other world citizenship
languages countries and

cultures

Note. n = number of respondents from second degree teacher training courses where KA2
subsidies are used.

Academies for Physical Education

There are six academies for physical education (ALOs) where teachers for movement education
are trained. Just like at the teacher training courses for the arts, these are ungraded teacher
training courses which train students not just for education but also for coaching and teaching
sports in the recreative sector. Five training courses and six staff members participated in this
study by filling in the questionnaire. There are two training courses with fewer than 500 students
and three with more than 500 and fewer than 1000 students. The staff members who filled in
the questionnaire are internationalization coordinator, training manager, teacher, team leader
or coordinator at the training course. All of the training courses have an internationalization
policy in place that more often than not is implemented in practice.

At all of the training courses, students can do an internship or pursue part of their studies
abroad. However, only a very limited percentage avail themselves of the possibility, varying
between three and ten percent. Mentioned as a clarification for the percentages is that it is hard
to fit into the curriculum. Sometimes it is only possible as an element of a minor because it is
impossible to fit anywhere else. Uncertainty about what they'll find once there also plays a part.
The language barrier is another reason why students do not go. The students prefer an
internship in the Netherlands because it just might land them a job. There are short-duration
activities that they do make use of, though not that many because the course does not take
much of an interest.
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Teachers can go abroad for their own professionalization. They do so to collaborate on an
international project (6x); attend a congress or conference (6x) job shadow a colleague or teach
(6x) or to follow a course (6x). According to three respondents, the number of teachers who
avail themselves of the possibility to go abroad lies between one and five percent. Two
respondents said between 20 and 30 percent. Teachers often go abroad as part of their research
work. One respondent said that the UAS is very self-centred. Another stated that going abroad
leads to a heavier workload. Staff do not always feel they have the possibility to go because
their regular work is left undone. They are just too busy and do not see the need. There is also
one course where going abroad is strongly encouraged.

The Erasmus+ Programme

In response to the question whether Erasmus+ subsidies are used for internationalization
purposes, one respondent said ‘yes’, four respondents said ‘yes, but only to a limited extent’,
and one respondent said ‘no’. However, the respondent who answered ‘no’ is not sure whether
no use is being made of Erasmus+.

Is Erasmus+ employed for student mobility? Two respondents said ‘yes’, two respondents said
‘yes, but only to a limited extent’, one said ‘no’, and one respondent did not know. One of the
respondents said it usually concerns students doing a minor abroad. The percentages mentioned
are once below five percent, once ten percent, once 20 percent and once 30 percent. In all cases,
students go abroad for an element of their study programme.

Next, the question whether KA1 is used for teacher mobility. Three respondents said ‘yes, but
only to a limited extent’, two respondents said ‘no’, and one respondent had no information.
When teachers do go, they often do not bother to apply for Erasmus+ subsidies. They get the
money in a different, for them less complicated way. In reply to the question how large this
percentage is, 20 percent was mentioned twice, 1 to 5 percent once and 0.5 percent also one.
They go for a congress related to their research activities, for an additional training course, to
teach at partner institutions, for a refresher course or to share knowledge.

Are KA2 partnerships being employed? Two respondents said ‘yes’ and three respondents said
they had done so in the past but not presently. Intended objectives: enhancing knowledge of
other countries and cultures (2x), European and world citizenship (2x), diversity in the
classroom (2x), modern foreign languages, development of physical education, and virtual
mobility.

University Teacher Training Courses

There are nine university teacher training courses. We received completed questionnaires from
eight training courses and nine staff members. The training courses all have less than 500
students. The staff members who filled in the questionnaire are in various positions. They are a
policy officer, managing director, teacher, or coordinator of the element related to
internationalization.

In seven cases, there is an internationalization policy at the institutional level in place, one
respondent did not know whether this was the case at their university. At one university teacher
training course there is an internationalization policy at the course level. We received varying
answers to the question whether the internationalization policy is put into practice. Three times
‘yes, certainly’, twice ‘more yes than no’, once ‘more no than yes’. Three respondents filled in
‘not applicable’, with the clarification: there is a policy in place at the university, but not at the
teacher training course. One of the training courses has begun exchanging students and yet
another started an investigation into the possibilities for a summer school. There are many
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international activities at the university, but not at course level. One university cooperates
intensively with international partners. And there is one university teacher training course that
has an internationally oriented element. The focus is on bi-lingual teaching and on international
schools offering a foreign internship.

In response to the question whether students can pursue part of their education abroad, five
participants said that this is not possible, two participants said that it was and another two said
that it was possible but hardly ever happened. Of the training courses where students can go
abroad and about which concrete estimates in percentages were provided, it was 15 percent
in one case and 75 in another. The latter figure was from a university which features an element
fully geared toward foreign countries. The training course at another university pays additional
attention to training teachers ‘for the world’. Participating students, some 15 percent, go abroad
as paurt of their training. The two respondents who said possibilities existed for going abroad but
that hardly any use was made thereof, were placed in the < 5% category.

Teachers can go abroad for their own professionalization. They do so to collaborate on an
international project (6x), a congress or conference (9x), job shadow a foreign colleague or teach
(4x) or follow a course (3x). The percentage of teachers going abroad for their own
professionalization varies. The most active university mentions 100 percent. Others mention 60
percent, 40 percent, 10 to 25 percent, 20 percent, 10 percent, 5 to 10 percent, or | don’t know.

The Erasmus+ Programme

In response to the question whether Erasmus+ subsidies are used for internationalization, four
training courses answered ‘yes, but only to a limited extent’, three said ‘I don’t know’, and two
filled in ‘no’. In their clarifications, they mentioned it was not applicable because at the teacher
training courses, they want to go abroad for shorter periods of time than the minimum period
allowed under Erasmus+ rules. These are often really short exchanges, usually with another
university.

Student mobility on an Erasmus+ grant resulted in six times ‘no’. Stays abroad always have to
be short because they also have other activities, and students often have a heavy workload with
regard to their major. Of the ULOs with an international programme, students go abroad for less
than two months and therefore do not qualify.

KA1l subsidies are also little used among teachers. ‘Yes, but only to a limited extent’ is
mentioned just once. Five filled in ‘no’, and three said ‘I don’t know’. One respondent mentioned
that he used it once for a training course.

The respondents are not all that familiar with KA2 subsidies for strategic partnerships. They
did receive money for a strategic partnership from the university’s international office, but it is
not really clear whether this money was provided by Erasmus+ is. One university teacher
training course said they are building something. But for them it is difficult as well because
students have obligations at Dutch schools.

The Teacher Training Courses for the Arts (KVDO)

The teacher training courses for the arts are not large training courses, they all have fewer than
500 students. Students are trained to become teachers for the visual arts and design, for
drama/theatre, music and dance in all types of education. Notable is also that they not only train
for the educational system, but also for extracurricular centres and/or activities related to art and
education.

Four of the seven training courses filled in the questionnaire. Three of the four respondents
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indicate that there is an internationalization policy in place and these three training courses also
put their policy into practice. At one of the three this is less structural than at the other two.
There is one training course which has international contacts with whom regular and structural
exchanges take place.

The four respondents state that at their training course students can always do an internship
or pursue another element of their study abroad. Only very few of the students avail themselves
of this possibility, to a maximum of 20 percent. Students do not choose it. It is difficult finding a
comparable training course abroad and/or the language poses a problem. However, 100
percent of the students say they go abroad for festivals and short-term projects.

Teachers can go abroad for all the possibilities listed: to follow a course, teach or job shadow a
colleague, to attend a congress or conference, or collaborate on an international project. They
do not make much use of this possibility, less than 10 percent of the teachers go abroad. The
argument mentioned for not going is that there is little enthusiasm for it. Teachers who do go,
usually do so as part of a research project and attend a congress or conference.

The Erasmus+ Programme

Two training courses say they don’t use Erasmus+, one training course says they make only
limited use of the programme and another one said ‘yes’. One of these two mentions that it
doesn’t happen because the institution provides little information on Erasmus+. Two training
courses employ Erasmus+ for student mobility, with one of the two saying that this applies only
to incoming student mobility. At the other training course, 90 percent of the student mobility is
paid for with Erasmus+ funds. Here, students who go abroad do so more often for an element
of the study programme than for an internship. Teachers who go abroad do so for the most part
on an Erasmus+ grant. This concerns either job shadowing or coaching a project. One
respondent said they were not familiar with KA2 subsidies and could not say whether they are
used or not. One training course does not currently have a strategic partnership but had one in
the past.

Basic Education Qualification/Senior Education Qualification

As of 2012, a national agreement came into force stipulating that everyone who teaches in
higher scientific education must attend a didactic training course resulting in a Basic Education
Qualification and — optionally — a Senior Education Qualification (BKO/SKO). For the benefit of
this study, we examined whether any attention is paid to internationalization within the training
courses organised in preparation for obtaining the certificate.

The questionnaire was sent to all 13 universities. We received a response from seven
universities (8 staff members) The reactions show that in six of the eight cases the questions
were answered by the person who as coordinator is responsible for the BKO/SKO of the whole
university. In most cases, there are fewer than 100 colleagues per year who obtain either the
BKO or the SKO.

According to the respondents all universities have an internationalization policy. One
respondent did not know whether such a policy was in place. As part of the preparation for the
BKO/SKO, five of the seven universities pay attention to internationalization and find that it
should be an element of the training courses as well. Some of the subjects are, teaching in
international classrooms, dealing with diversity/cultural diversity, and how to include diversity in
the curriculum. It was in all cases a limited element of the course as a whole. One of the
universities said that it was very important to them. There, internationalization focuses mainly
on dealing with diversity, dealing with a diverse student body and taking this into account in
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their teaching.

Only one university offers gaining experience abroad as an option within the BKO, but nobody
avails themselves of this possibility. At one university, a visit to a partner university has been
part of the SKO preparation since 2020. However, this possibility has been put on hold because
of Covid.

The Erasmus+ Programme

The question of whether Erasmus+ resources are employed was answered four times with ‘|
don’t know’, and four times with ‘no’. The same answers were received when the respondents
were asked about the employment of Erasmus+ grants for mobility and strategic partnerships.
They don’t know whether these resources are employed or indicate that they are not.

From a final question can be deduced that they find internationalization an important aspect of
the BKO/SKO and would like to pay more attention to it, but also that there is only a limited
amount of time to do so. When asked, all but one respondent agreed to an interview. We see
this as confirmation of the interest taken in internationalization. Aspects of internationalization
are also included in the programme. Mobility and cooperation with international partners are
not relevant to the preparation for the BKO/SKO.
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