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1. Introduction
The 21st Century is characterised by change and uncertainty. The amount of information increases
rapidly, as well as knowledge becomes out-dated quickly. Due to this instability and change,
students are not any longer required to store encyclopaedic knowledge, but to know how to access,
select and use this knowledge and information in a critical way. Consequently, students need to
develop certain competences that allow them to adapt to a changing world and lifelong learning.
For this reason, competence-based approach has gained greater attention during the last decade as
a necessary approach to educate students and foster their competences.
The aim of the competence-based approach is to develop students’ key competences by providing
authentic learning contexts in which a demanding and real complex situation has to be solved.
Students have to mobilise and integrate different kinds of knowledge (facts, procedures, attitudes…)
to solve these situations. Therefore, competence-based approach is student-centred and the focus
is on students use and application of their knowledge.

Figure 1. From Knowledge acquisition to knowledge application.
Source: https://www.pearson.com/corporate/efficacy-and-research.html

This document aims to provide some theoretical underpinnings and orientations to implement the
competence-based approach in higher education. For this reason, it is organized in three parts: 1)
presentation of the theoretical underpinnings of the CBA; 2) steps to implement the CBA in higher
education; 3) the example of TKCOM project is presented.
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2. Theoretical Underpinnings of the Competence-based Approach
2.1. Background to CBA
Many authors, such as Morcke, Doran and Eika (2013), posit that competency-based approaches
(CBA) to education have their origins in the 1960s and can be linked to behaviourism and
psychologists such as Skinner, Watson, Pavlov, and Thorndike who emphasised observable
behaviours. Therefore, CBA has its origins in mastery of learning and criterion referencing of
assessment (Lassnigg, 2017). However, Gervais (2016) argues that CBA in Higher Education (HE) can
be traced back to the 1860s in America where learners were required to demonstrate their
knowledge in agriculture.
CBA grew in popularity during the 1970s, although recently there has been renewed interest in CBA
(Burnett, 2016). Burnett suggests there are two main reasons for the recent interest in CBA in HE in
America: (1) affordability and (2) increased accountability. Together, these two reasons are also
influenced by broader social, political, and economic factors. Alongside these reasons, educators
may also be implementing CBA when “they realise the traditional system isn’t working for many
students – and it is never going to work for all students” (Sturgis, 2016, p. 6, emphasis from the
original source). Similarly, Nodine (2016) argues that the drive for engaging with CBA aligns with: (a)
the improvements in online technology, (b) increased institutional acceptance for outcome based
approaches, (c) increased opportunities for direct assessment, and (d) pressure from stakeholders
for affordable education that provides opportunities to engage with education.
Although many definitions of CBA exist, Lowrie, Smith, and Hill (1999) argue that common to the
definitions of CBA are three strands: (a) the focus of training is on the outcome of the training, (b)
the outcomes of training are measured against specific standards, and (c) the standards relate to
industry. In the context of HE, CBA has been defined as “a form of higher education in which credit
is provided on the basis of student learning rather than the number of credit or clock hours spent in
class” (Kelchen, 2015, p1). Following a review of the many definitions of CBA, Gervais (2016)
proposed the following definition for HE:
CBE is defined as an outcome-based approach to education that
incorporates modes of instructional delivery and assessment efforts
designed to evaluate mastery of learning by students through their
demonstration of their knowledge, attitudes, values, skills, and
behaviors required for the degree sought (p. 99)1

1

Gervais (2016) suggests that the terms problem-based learning, mastery-based learning, and outcomebased learning have been used to describe CBA but emphases that these terms do not capture the essence
of CBA.
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2.2. CBA theory
The differences between CBA and more traditional approaches to learning were summarised by
Lassnigg (2017, see Figure 2), Guppen, Magrulkar, and Kolars (2012, see Figure 3) in a medical
education context, and from a curriculum perspective by Medina (2017, Figure 4).

Figure 2. A comparison of CBA and traditional approaches from Lassnigg (2017, p679).

Consequently, competence-based education presents some characteristics in comparison to
traditional education:
1. This approach is student-centred. Students are the central agent in the learning process to
ensure that they use and apply the knowledge learnt. Additionally, students have to become
autonomous progressively and be the main agents in charge of their learning process.
2. To be competent implies solving real-world problems. Therefore, competence-based
education is focused on developing those competences that will allow students to face the
problems and challenges they will encounter.
3. The competence-based approach stresses that knowledge has not to be encapsulated into
different subjects, but integrated because real-world problems are cross-curricular.
4. Activities and tasks are open, complex and productive. That is, there is not a single answer
to a task. These tasks are complex because they imply integrating different kinds of
knowledge to solve real-world problems. Finally, tasks are productive because it is aimed
that students apply the knowledge acquired and not to reproduce it.
5

5. To be competent is not an end-process, but an ongoing process. Therefore, competences
have to be worked and developed during the whole life span.
6. Assessment is focused on students’ progress and not just to certify a certain level of
achievement. Diverse assessment strategies and instruments have to be used in order to
know students’ competence level.

Figure 3. Comparison of a the traditional and CBA models for health education from Guppen et al. (2012, p3).

When comparing CBA and more traditional approaches to learning, in the context of the traditional
approach, learning outcomes tend to refer to what students should ‘know’ whereas competencies
refer to what the students should be able to ‘do’ (Guppen et al., 2012). Moreover, key to CBA is that
the learner masters the competency rather than what learners are taught something that is
dominant in more traditional approaches (Guppen et al., 2012).

Figure 4. Comparison of traditional and CBA methods according to curriculum concept from Medina (2017,
p3).
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CBA learning, teaching, and organisation is underpinned by clearly articulated competencies that
must be demonstrated (Lassnigg, 2017). According to Sturgis (2016) there are five key elements of
CBA2:
1.
2.
3.
4.
5.

Students advance upon demonstrated mastery.
Explicit and transparent learning objectives empower students and improve instruction.
Students receive timely and differentiated support.
Aligned assessments are embedded in the learning cycle.
Students develop and apply a broad set of skills and dispositions.

In addition to the five key elements of CBA, Sturgis (2016) also argues that there are three conditions
needed to ensure effective implementation of a CBA. The conditions are: (1) to nurture a growth
mindset and a culture of learning, (2) build intrinsic motivation so students always put their best
efforts forward, and (3) embed accountability.
While focusing on CBA in HE, Daugherty, Davis, and Miller (2015) suggest that degree programmes
include several core features:
1.
2.
3.
4.
5.
6.
7.

Flexible scheduling and completion.
Online delivery of instruction.
Variation in course content.
Exclusive emphasis on assessments linked to competencies.
Altered staff roles.
Strong student support provision.
Alternative tuition structures.

Burnett (2016) developed a mechanism of classifying HE degree programmes that offer CBA. The
model classifies degree programmes according to the extent to which the degree programmes teach
and assess students within the standard time framework (i.e., during a typical academic year). The
model identifies a continuum for degree programmes that offer CBA. At one end are those degree
programmes that are constrained by the usual time constraints associated with a credit weighting
within a standard university framework; these degree programmes are referred to as the
course/credit model. At the other end of the continuum are those degree programmes that are not
constrained by typical credit points but rather are based on the assessment of competencies that
must be achieved throughout the degree programme; these degree programmes are referred to as
the direct assessment model.
For the course/credit model, competencies operate at the broader degree programme level and are
then delivered through modules/courses. According to Burnett, this model is most closely linked to
the traditional structure of a university academic year through the delivery of material during
standard terms/semesters with credits received for completed modules/courses. It is suggested by
Burnett (2016), that to recognise students’ achievement through degree programmes implementing
the course/credit model, an additional award certificate is given. Guppen et al. (2016) also argues

2

It should be noted that Sturgis’ (2016) recommendations were specifically developed from primary schools
implementing a CBA.
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that in this course/credit model, achievement of competencies is less about progression through
the degree programme but rather a quality assurance mechanism that students have achieved the
competencies that they are required to. Conversely, the direct assessment method has greater
flexibility and enables students to progress through their degree at their own pace and
demonstrating their competency when appropriate (Burnett, 2016). Cutting across both the
course/credit and direct assessment models, Burnett argues that CBA can be delivered in a variety
of ways that includes both face-to-face, online methods, and also blended learning.
More recently, following a review of 29 articles, Monat and Gannon (2018) identified five common
themes of CBA:
1. CBA tends to be offered primarily online with unrestricted access to materials.
2. Learners progress at their own rate with progress made once mastery of the material is
evidenced.
3. Tutors must provide personalised feedback.
4. Competencies and learning outcomes must be clearly articulated and aligned to
assessments.
5. Assessments are regarded as learning experiences that emphasise applicability of
knowledge to real-world topics that can be retaken as many times as needed to
demonstrate mastery of the competency.

2.3. CBA and student choice
According to Kelchen (2015), despite the potential for CBA to make HE more accessible because of
the opportunity to evidence prior knowledge and engaging in self-paced learning, little is known
about those students who opt to study their degree programme using CBA. However, there is some
suggestion that students who typically engage with CBA degree programmes tend to be older,
vocationally minded, and with prior experience of work and university (Kelchen, 2015). Therefore,
as Erisman and Steel (2015) note there is some suggestion that CBA is particularly suited to returning
students. Mayeshiba and Brower (2017) found that if students successfully mastered one
competency during a module/course, they were more likely to reenroll into a module/course six
months later.
Following a pilot study implementing CBA in two postgraduate systems engineering
courses/modules with 35 students, Monat and Gannon (2018) provided some reflections on student
engagement with CBA. Monat and Gannon suggest that learners who are working professionals,
non-traditional learners, highly motivated, and self-disciplined are particularly suited to CBA. The
authors suggest that other learners who find CBA appealing because of the relaxed schedule and
the ability to retake assessments or who have low self-discipline may need additional support to
complete the module/course because of the lack of fixed schedules. Additionally, Monat and
Gannon noted that all of the students did not complete the module/course before the usual 2.5
months teaching time and some took over a year to complete the module/course (and 3 did not
finish), but all students valued the ability to retake assessments to show competency and the selfpaced nature of the learning. Therefore, Monat and Gannon provided a framework of when CBA
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would be effective and the level of support that may be needed to implement CBA in different
contexts (see Figure 5).

Figure 5. Appropriateness of CBA according to Monat and Gannon (2018, p8)

The findings of Monat and Gannon’s (2018) case study echo earlier findings by Rainwater (2016)
who reported that students who had experienced CBA modules/courses, reported that the
modules/courses were most suited for those leaners who were experienced, self-directed, selfdisciplined, and able to learn material independently.

2.4. CBA benefits
There are a range of benefits of CBA as a mechanism of content delivery. For example, CBA
empowers learners as they have to take responsibility for their own learning because of the change
in emphasis from achieving grades to demonstrating mastery of learning outcomes (Educause,
2014). Learners also can demonstrate their competency in an area by drawing on their existing
knowledge or previous experiences (Rainwater, 2016). Further, Kelchen (2015) suggests that CBA
degree programmes may be more cost-effective because some students can progress through the
modules/courses at an accelerated rate compared to traditional methods and there is potentially a
reduction in staff teaching time. Additionally, students who progress through CBA modules/courses
at a rapid pace may provide cost savings for the overall degree programme (Kelchen, 2016).
Consequently, CBA provides students with a greater flexibility (Erisman & Steel, 2015) and allows
for personalisation for all students (Colby, 2017). Aligned to the personalisation for all students, CBA
promotes learner centeredness in the curriculum because learners can move through the degree
programme at their own pace as the demonstrate mastery of the competencies (Guppen et al.,
2016). Guppen et al. argue that as part of this emphasis on learner centeredness, the role of staff
changes such that they adopt the role of coach/mentor/facilitator rather than teacher with the
curriculum reflecting the learners’ requirements rather than what the staff think is needed. The
benefits of CBA also extend beyond the learner. For example, as Guppen et al. (2016) note, because
CBA focuses on developing outcomes and competencies in leaners that meet the needs of
9

stakeholders including society, professional requirements, and institutional goals there are much
broader societal benefits. More generally, Daugherty et al. (2015) argue that CBA has the ability to
increase degree programme completion rates because of the flexibility the approach offers.

2.5. CBA challenges
There are several challenges of CBA which will be discussed. Erisman and Steel (2015) argue that
the greatest challenge associated with CBA is the move away from the traditional HE approaches of
course/module-based instruction and credit hours. Other challenges associated with CBA are the
assessment of competencies (Bergsmann, Schultes, Winter, Schober, & Speil, 2015). Bergsmann et
al. articulate three challenges: (1) assessment tools are typically designed to assess a single
competency rather than all competencies, (2) assessment tools tend to focus on a specific aspect of
teaching (i.e., a module/course, context, or sessions) rather than all aspects, and (3) most
assessments do not consider the role of other stakeholders. To address these assessment issues,
Bergsmann et al. propose that it is necessary to adopt a medium level of abstraction (as illustrated
in Figure 6) when developing competencies and assessment so that students understand what is
required of them.

Figure 6. An example of the degree of abstraction taken from Bergsmann et al. (2015, p2).

Moreover, to overcome the challenges associated with defining and assessing competencies,
Bergsmann et al. (2015) recommend that competencies should be relevant to the topic of study but
more abstract than learning outcomes and should also differentiate between knowledge and skill.
It is also important to consider the potential practical challenges associated with the
implementation of CBA including time and the cost associated with implementation, especially for
personalisation of learning (Gruppen et al., 2016). Finally, Henrich (2016) suggests that another
challenge with CBA is that employers often want to contribute to the creation of competencies to
reflect their requirements. However, ensuring such input can be challenging. Finally, concerns have
been raised concerning whether degree programmes using CBA have the potential for lower quality,
if rigorous quality assurance procedures are not implemented (Daugherty et al., 2015).

2.6. Evaluating CBA
Lassnigg (2017) reports undertaking a literature review of studies discussing the effectiveness of
CBA which yielded 166 results and when terms were modified 68 results. However, as Lassnigg
notes, many of the studies explored CBA in school settings rather than HE environments. As an
attempt to address some of the challenges associated with evaluating the effectiveness of CBA,
10

Bergsmann et al. (2015) provided guidance on how to evaluate CBA using a three-stage process
shown in Figure 7.

Figure 7. Bergsmann’s et al. (2015, p4) three stage process for evaluating CBA

As shown in Figure 7, the three stages proposed by Bergsmann et al. (2015) are: (1) evaluation of
the theoretical competence model 3 , (2) evaluation of the teaching process and student
competencies, and (3) evaluation of the concrete aspects of the teaching process. Bergsmann’s et
al. (2015) evaluation process enables reflection on what competencies students should be
developing (stage 1), whether the teaching fosters the required competencies and if students gain
these competencies (stage 2), and how to further improve the provision (stage 3).

3

Note the term theoretical competency map is used to denote a document that contains details of the
competency areas, competency levels, and competency development
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3. Steps to implement the competence-based approach in higher education
institutions
The steps presented below are based on the process followed by TKCOM project to implement the
competence-based approach in Chinese Higher Education Institutions.

3.1. Trainning
Train the academic heads and university teachers within the competence-based approach.
Academic heads and university teachers have to be trained within the competence-based approach.
They need to know what a competence is, what characterises this approach and why it is necessary,
what kind of methodologies foster competences development, as well as, how to assess
competences. Training should be offered at the very beginning of the process if a participative
process is desired. Nevertheless, if a more directed process is fostered, teacher training could be
offered as the third step, before adjusting the teaching plans.

3.2. Select competences
Select the key competences of the degree.
The selection of key competences must be based on a review of previous frameworks and research.
Additionally, the selection needs to carefully consider what the desired profile of university graduate
students is at the end of the studies considering the context. This step must be done by the academic
heads of the institution checking existing employers’ studies, asking previous students and other
people related to social and labour market.

3.3. Plan the whole degree
Plan how to work the key competences across the degree.
This step is the responsibility of the academic heads and the coordinators of each subject. It must
be carefully planned when each competence will be worked (subject) and at what level (basic,
intermediate or expert). For this reason, it is necessary to design the competence map of the degree
to plan a sustained and continuous development of the competences along the degree. After
creating the competence map, it has to be ensured that the teaching plan of each subject clearly
states what competences are worked in each subject.
Table 1. Competence map example.
Ethical Commit
ment

Communication

ICT

Self-reflection &
professional dev
elopment

Community Acti
on

Inclusion

Assessment

Classroom Man
agement

Planning

COMPETENCES
YEAR COURSES
NUMBER
or
SEMESTER
NUMBER
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3.4. Track students
Design a system to track students’ progress.
It is necessary to carefully think how students’ competence development will be tracked along the
years since each subject can only contribute to some competences. Therefore, it is necessary to plan
how the evidences and the information from different subjects will be used to certify the level of
achievement of each competence. The institution is responsible of thinking about this system, but
teachers will have to implement it.
Academic heads, together with the collaboration of some teachers, need to design an evaluation
system that allows monitoring how the competence-based approach is working, what needs to be
kept and what needs to be improved. The evaluation has to be focused on the implementation and
students’ learning.

3.5. Write the Teaching plans
It implies a double step:
Adjust the teaching plans into the competence-based approach.
After detailing the competences to be worked in each subject, the teaching plans need to be
adjusted into the competence-based approach. Constructive alignment has to be ensured; that is,
there has to be coherence between the competences aimed to be worked, the learning outcomes
established, the activities designed, the methodologies used and the assessment criteria. The
coordinator of each subject should be the person in charge of adjusting the teaching plan together
with the other professors that teach a given subject. It is important that students are able to show
that they have achieved the learning outcomes by the end of the subject. These learning outcomes
have to overcome the traditional view of knowing, memorising, etc., to move towards the use and
application of knowledge.
Plan how to work and assess the competences in each subject.
Each individual teacher has to identify what competences have to be worked in the subject s/he
teaches. Each teacher will have to plan the subject’s activities and assessment system based on the
guidelines of the teaching plan and the competence-based approach. Both learning and assessment
activities have to be productive; that is, students have to apply and relate knowledge to solve a
complex task. The characteristics of competence-based activities are:



Learning outcomes and assessment criteria (success criteria) are shared with the students.
The students’ interests are taken into account throughout the whole process and used as
the starting point.
 Activities follow a logical didactic sequence: previous knowledge exploration, introduction
of new contents, organisation of knowledge and, finally, application of the knowledge to solve
problems.
 Activities integrate research elements that require the application of the acquired
content. Questions prevail over answers.
13



Situations that often have more than one solution are proposed. Dilemmas and
controversies soften arise, which promote discussion amongst students.
 Tasks that require the use of cognitive skills of a varied level of difficulty are proposed.
 Usually require teamwork (cooperative or not), even though there must always be an
individual part of research and reflection.
 Competence-based activities foster students’ autonomy and their importance on their
learning.
 Teacher’s role consists in accompanying: s/he proposes, regulates, asks, introduces new
content when necessary…
 Metacognition, learning to learn and self-regulation are promoted. The whole process
is taken into account, not only the final outcome.
 Diverse resources and materials that stimulate curiosity and creativity amongst students are
used.
 Students different working rhythms are respected, and teachers guarantee every student is
able to learn at the most, considering his/her own possibilities.
 Specific time is devoted to peer-assessment and sharing knowledge between students.
 It is planned to use strategies to help students identify what has been learnt and to
understand their difficulties.
 Dialogue is used to generate new ideas, questions and hypothesis, to organise
information…
 To conclude, several instruments and techniques are used so that students are able to
verbalise what they have learnt and to identify what they have to improve, as well as different
tools and resources are provided so as to achieve this.
All these steps are equally important for a successful implementation of the competence-based
approach. Therefore, careful planning, cooperation, discussion and training are necessary for
competence-based implementation.
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4. Examples and Resources of Competence-based Approach Implementation in
China.
In this section, it is presented the process it was followed to implement the competence-based
approach in Chinese Higher Education Institutions within the TKCOM project.

4.1. Academic heads and teachers received training of CBA
Most teachers who apply the competence-based approach previously participated in a blended
teacher training which consisted on an on-line training and a face-to-face training.
The online training took place during June 2018, the 1st and July 2018, the 7th. During the training,
participants were introduced to the competence-based approach and the characteristics of the core
competence of primary school teachers. After the training, university teachers were exposed to the
particularity of this method from the aspects of planning, method and assessment.

Figure 8. Online training certifications

The face-to-face training was conducted from July 14 to July 23, 2018. The training consisted of a 3
full-day course which was repeated in each partner university (BNU, NWNU, SWU). The face-to-face
training aimed to help university teachers implement the competence-based approach in their
courses and adapt their teaching plans to this approach. Face-to-face training used active and
practical discussion methods, sharing examples and potential solutions. In addition, participants
should be able to pass on the knowledge gained during the training to colleagues in order to
promote the use of this method. Visit TKCOM website to get a better insight into teacher trainers’
training.

4.2. Apply competence-based approach in higher Education in China
4.2.1. Selection of competences and adjustment of teaching plan templates
The "Nine Competences" defined in the Global Teachers Key Competences Framework were
proposed as the key competences that all primary teachers should developed during initial teacher
15

education and ongoing professional development. Each competence was defined and graded in
three levels: basic, intermediate and expert.
All competences cannot be worked within a single subject. It’s the academic heads and the
coordinators’ responsibility to plan when each competence should be worked and at what level.
That is, academic heads should are responsible of designing the competence map to ensure a
sustained and continuous development of students’ key competences throughout the degree.
Once it is clear what competences and at what level should be worked in each subject, teachers
have to develop CBA teaching plans to integrate the key competences selected into their courses,
and to adjust and improve the traditional teaching. The CBA teaching plan is based on the
competence standard and the one used within this project contains twelve elements (table 2). The
explanation and requirements of each element are explained under the CBA concept.
Table 2. CBA Unit Teaching plan

Component

Explanation or request

Teaching object

Grades and students

School year

Specific academic year

Unit

Specific unit name

Unit hours

Plan the number of class hours
for the unit

Degree learning 1. Is the basis for students to
outcomes
obtain
a
degree
2.Guidelines
for
"Course
Learning Outcomes" and "Unit
Learning Outcomes"

Lessons to learn

Junior Year "Chinese Course Standards and
Instructional
Design"
Knowledge
and
understanding
(1) Master the standard content of Chinese
course
(2) Put forward your own opinions and
evaluations on Chinese classroom teaching
examples
(3) critically reflect on the relationship
between Chinese teaching design and related
disciplines, and appreciate the integration
between
disciplines
from
different
perspectives
(4) Can take into account the international
background of Chinese teaching design
2.
Skills,
quality
and
elements
(1) Teaching design based on Chinese
curriculum standards and teaching design
theory
(2) Critical assessment of various resources,
16

including major research papers, and effective
retrieval and organization of information
(3) Critical judgment and evaluation using
evidence-based reasoning to demonstrate
and
evaluate
research
results
(4) Showing a high degree of teamwork spirit
Course Learning 1. The ultimate goal and
Outcomes
"outcomes" of the course
2 .Is part of the "degree learning
outcomes"
3. Is a general guide to "unit
learning outcomes"

Sophomore "English Speech and Debate"
1. Students can conduct data collection,
argument establishment, speech writing,
argument selection, argument organization,
etc.
according
to
the
theme
2. Students can master three different types
of
speech.
3. Students are able to conduct rational and
well-founded debates on topics closely
related
to
social
life
4. Students have strong communication skills
5Students have preliminary critical thinking
skills and consciousness of transposition

Unit Learning The
knowledge
and
Outcomes
understanding to be gained in
this unit, skills, quality and
elements
Course targets

1. Brief introduction to the
course
2. Emphasize the distinctive or
distinctive features of the course
3. Clear educational goals, such
as a brief description of what the
course is trying to achieve (not
learning outcomes)

Sophomore "Integrated Practice Activities"
The purpose of this course is to help students
understand the basic situation of integrated
practical activity courses at home and abroad,
to grasp the characteristics and trends of
current integrated practical activity courses,
and to have a comprehensive and profound
understanding of the ongoing integrated
practical activity courses in China.
This course aims to enable students to learn
to use relevant theories to observe, analyze,
and solve specific problems in the curriculum
of comprehensive practical activities, and to
carry out related design, implementation,
evaluation and other related work of
comprehensive practical activities courses,
laying a foundation for the future work of
teachers
in
special
schools.
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Specifically, the educational goals mainly
include: 1. Students can propose valuable and
feasible activity topics 2. Students can design
comprehensive practical activities 3. Students
can implement comprehensive practical
activities 4. Students can evaluate the process
and results of comprehensive practical
activities

Unit target

1. Brief introduction to the unit
2. Emphasize the specific goals
that the unit should achieve

Unit content

1. Outline the main parts that the
unit
will
cover
2. According to the theme of the
unit, make a reading list that
helps the unit to learn, allowing
students
to
do
some
independent reading in advance

Teaching
learning
methods

and 1. Teaching and learning
methods used by teachers in this
unit
2. These teaching and learning
methods are designed to
encourage students to think
independently and broaden
their learning of new knowledge.
3. Can take the form of teacherled or student-led, independent
or group cooperation, etc.

The junior year "Design and Implementation
of Music Teaching in Primary Schools"
Advocating teaching ideas based on
experience, inquiry-oriented, interactive and
practical.
1. Teacher lectures: core content, summary,
prompting future content in order, answering
questions, publishing discussion topics, etc.
2. After-school reading and teamwork:
According to the content of the discussion
questions and recommended references in
the classroom, read and discuss the drafting
work
in
groups
3.
Teaching
observation:
classroom
observation and academic analysis based on
case studies

18

Unit evaluation

1. Establish evaluation standards
and present them to students
(master
the
principles,
techniques, and methods of
comprehensive
evaluation)
2. Evaluation criteria are based
on abilities (clarify the types and
levels of abilities students should
have)
3. Formative and summative
assessments can demonstrate
students' learning process and
ability
development
4. Encourage students to actively
participate in the evaluation
process, while conducting peer
and
self-evaluation
(I)
Formative
evaluation
1. Evaluation of student learning
process in a specific classroom
by
some
method
2. Types of evaluation include
classroom questions, group
interactions,
quizzes,
etc.
(2)
Summative
evaluation
1. Relevant to the results of the
unit learning, evaluate the
students' completion of the unit
learning
2. A unit evaluation standard can
be established in advance

Feedback
opportunity

1. Timely reflect on and adjust
your teaching practice based on
the formative and summative
evaluations
obtained,
and
promote your professional
development
2. Timely communication with
students during the evaluation
process, so that students get
timely feedback

Sophomore
"Integrated
Practice
Activities"
1. Feedback on formative evaluation
Throughout the course, students will have
plenty of opportunities to discuss activity
plans or ask questions, and get feedback from
instructors to help them understand the
theme of the activity and clarify issues. In
addition, students can develop through
cooperation. In group activities, students can
listen to other people's opinions to get
feedback, and can also share suggestions for
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others
in
the
process
2. Feedback on summative evaluation
Students will soon receive written feedback
on the results of their activities, along with a
temporary grade, the purpose of which is to
provide
students
with
constructive
suggestions for improvement in the next
activity task

4.3. Assessment of Teacher Students’ Competence Development
4.3.1 Assessment through relevant coursework
Here it is presented some examples of how assessment could be done to assess teacher students’
competence development.
a) Assessment tasks and tools: Teachers set up tutorials and let students learn course content on
their own. Students conduct group discussions based on what they have learned in the classroom,
and cooperate to complete the task of “designing the primary school classroom environment by
themselves”. Each group will then present their work to explain the reason for the design based on
the theory. Afterwards, the teacher finally reviews the task of each group, clearly points out the
strengths and areas of improvement, as well as s/he allows students to conduct self-assess and peerassess previous versions of the tasks to foster self-regulated learning.
b) This task could provide information for different key competences:
Planning competence: Students design the primary school classroom environment according to
what they have learned, and cultivate the ability of prospective teachers to comprehensively use
professional and interdisciplinary knowledge to adapt to different teaching levels and stages. Use
complex, open, and effective learning activities to promote the integration of different types of
knowledge and abilities.
Classroom management competence: use space, time, and education-related organisations to
promote prospective teachers' learning, interaction, and communication, train prospective teachers
to manage class classrooms, and adjust according to specific situations to resolve conflicts that are
Problematic
Assessment competence: students are required to conduct self-assessment and peer-assessment
what shows the ability of prospective teachers to assess the learning process and provide feedback.
Teamwork competence: Requires group cooperation and successful sharing with classmates and
teachers, cultivates the ability of prospective teachers to establish professional cooperative
relationships with peers, share knowledge and teaching experience with educational groups, and
reflects teamwork. ability.
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Figure 9: Exemple of task in teamwork competence training

Communicative competence: Allow students to complete design tasks through group discussions.
Students’ representatives come to the stage to show the results of the group to teachers and
classmates, and cultivate students' communication skills with learning partners, management
teams, and other educational groups.
4.3.2 Evaluation through relevant data analysis
The project team tested the teachers' professional ability before and after training using a
questionnaire in the Chinese teacher CBA training program. Specific coverage includes nine
dimensions: planning competence, classroom management competence, assessment competence,
inclusive education competence, educational group's action competence, self-reflection and
professional development competence, ICT competence, communicative competence, and ethics
competence. N

4.4. Specific implementation results
After CBA pre-service and in-service teacher training, pre-service teachers learned the nine key
competences of teachers in the classroom learning process, acquired competency-based methods
of teaching, and were able to use them proficiently in teaching activities. Most students are those
who are engaged in the teaching profession in the future. Through participating in the teaching
activities of the CBA, they have fully felt that the CBA is student-oriented, facing open, complex, and
real problem situations, focusing on the cross-disciplinary integration, and the development of
formative assessment focused on the learning process. Teacher trainers realised the essential
difference between CBA teaching and traditional teaching. By accepting the CBA competency-based
teaching process, students can enhance the possibility of using CBA teaching in their teaching
activities in the future. At the same time, they can think about applying CBA teaching to their subject
and transfer the approach to primary students.
In-service teachers also became aware of the difference between CBA teaching and the traditional
teaching methods they have used in the training of CBA competence-based methods. As a result,
teachers have significant differences in understanding and using the nine key competences. At the
same time, through interviews with in-service teachers who have been trained, it was found that inservice teachers agree with CBA competence-based teaching, and especially recognise the teaching
design elements developed by the project team.
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After analysing the questionnaire results of the competence-based methods of pre-service teachers
and in-service teachers, it was found that teachers can well accept the CBA teaching concept and
that after training and practice, teachers' understanding of the nine key competences has improved
significantly. At the same time, through a variety of observation, communication, and sharing
activities, we collected a large number of CBA evidence, which fully demonstrated the important
progress of teachers in teaching ability after using CBA.
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Appendix: Example of CBA course lesson plan

Choosing the CBA lesson plan related to "Classroom Management" by Teacher Liu Yi from the
Southwest University Education Department:
CBA Teaching Plan：Unit 1
Part

Explanation or request

Details

Teaching
object

Grades of students taught

Majors of 2015, 2016, 2017 normal students

school year Specific academic year

2018-2019 first term

Teaching unit Specific unit name

Introduction to Classroom Management

Unit hours

Plan the number of class
hours for the unit

1 lesson

Degree
learning
outcomes

1. the basis for students to
obtain a degree
2.Guidelines for "Course
Learning Outcomes" and
"Unit Learning Outcomes"

Through the study of the subject of this course,
normal students master the theoretical and practical
skills related to classroom teaching management,
eliminate misunderstandings about the concepts and
teaching methods of the new curriculum reform, and
shorten the time for novice teachers to grow into
skilled teachers and expert teachers. Various
problems faced in the practice of classroom teaching
management in elementary schools, list typical
teaching management cases, and use various related
theories to analyze the problems reflected in the
cases.
This kind of problem is not only "knowing what it is",
25

but also "knowing why it is."

Course
Learning
Outcomes

1. The ultimate goal and
"outcomes" of the course
2 .. is part of the "degree
learning outcomes"
3. Is a general guide to "unit
learning outcomes"

Studying this course enables normal students to
achieve the following goals:
1. Persist in promoting the development of students,
build confidence in managing the classroom, and
aspire to be an excellent class teacher;
2. Understand and master various core theories and
knowledge concepts of pedagogy, psychology and
management related to classroom management in
primary and secondary schools;
3. Use the theory learned to analyze the causes of
common problems in classroom teaching and
management practices in primary and secondary
schools, and propose targeted solutions; 4. Master
various effective strategies for classroom
management in primary and secondary schools, and
be flexible
Apply to classroom management practices.

Unit Learning The knowledge and
Outcomes understanding to be gained
in this unit, skills, quality and
elements

1. Students understand the content, nature and
requirements of the "Classroom Management"
course;
2. Students correctly understand the professional
knowledge and skills that primary and secondary
school teachers should have in classroom
management;
3. Students can search primary and secondary school
classes through the library or the Internet
Church management related books and journals.
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Course
targets

1.Brief introduction to the
course
2.Emphasize the distinctive
or distinctive features of the
course
3. Clear educational goals,
such as a brief description of
what the course is trying to
achieve (not learning
outcomes)

Through the study of the subject of this course,
normal students master the theoretical and practical
skills related to classroom teaching management,
eliminate misunderstandings about the concepts and
teaching methods of new curriculum reform, and
shorten the time for novice teachers to grow into
skilled teachers and expert teachers; Various
problems faced in the practice of classroom teaching
management in elementary schools, list typical
teaching management cases, and use a variety of
relevant theories to analyze the problems reflected
in the cases, explain in simple terms, and allow
teachers and students to manage classroom teaching
management in elementary and middle schools.
The various problems of "not only know it," but also
"know why."
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