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Abstract 
The aim of the paper is to present three selected interpretations of the new quality of teacher 
training in Polish public institutions of higher education, check their coherence with refer-
ence to a  common denominator and outline a multifaceted, emergent model along which 
understanding of the new quality in teacher training can be discussed. The proposed model 
is then interpreted in the context of a universal framework for discussing quality in higher 
education put forward by Laura Schindler and colleagues in 2015. The comparison shows 
that Polish conception is highly compatible with the universal model with reference to its 
four general dimensions: purposefulness, transformativity, accountability and excellence. 
Yet, important differences can be observed as regards specific indicators of quality. It seems 
that these asymmetries may be crucial in further developing the concept of quality-oriented 
teacher training in Poland.

Key words: teacher training, quality assurance, models, higher education.

Background

Interest in the quality of teacher training in Poland has significantly increased in 
the last two years. This trend seems to have been largely determined by the out-
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comes of the report issued by Najwyższa Izba Kontroli [Supreme Audit Office], 
or NIK1, in March 2017, which uncovered numerous imperfections in the way 
teacher training was conducted by public institutes of higher education (https://
www.nik.gov.pl/aktualnosci/nik-o-przygotowaniu-do-zawodu-nauczyciela.
html). NIK’s conclusions were particularly disturbing in view of the fact that te-
aching is a profession of public trust, which means that training this particular gro-
up of students should be done with utmost care. Therefore, the authors of NIK’s 
report, together with Ministerstwo Edukacji Narodowej [Ministry of National 
Education], hereafter MEN2, appealed to Ministerstwo Nauki i  Szkolnictwa 
Wyższego [Ministry of Science and Higher Education], henceforth MNiSW3, 
to conduct a comprehensive evaluation of the teacher training system in Poland 
and establish its new quality in the form of a regulation on the standard of edu-
cation preparing for the teaching profession. Concurrently, NIK’s report itself 
clearly identified areas, such as recruitment procedures or modifications of edu-
cational programs, that would need to be taken into consideration in the course 
of redefining the existing model. Thus, NIK’s recommendations have become 
the first possible understanding of the new quality of teacher education in Polish 
public institutions of higher education.

Members and experts of Polska Komisja Akredytacyjna [Polish Accredi-
tation Committee], hereafter PKA4, including the author of this article, have 
also been involved in diagnosing potential shortcomings of the teacher-training 
system. First, from January 2017 to December 2018, they worked as a  team 
responsible for developing quality-oriented standards of education at both peda-
gogical studies and studies with teaching specialisations. Then, as regulated 
by Statut PKA [Statute of PKA] of 13 December 2018 (PKA, 2018), members 
of the committee started collaborating within a team for teacher education. As 
a result, the second interpretation of the concept of quality was offered, whose 

1  NIK is the supreme audit institution in Poland responsible for conducting audits according 
to prioritised directions signalled by its College in order to establish whether the State fulfils its 
obligations towards citizens. NIK and indicates sectors which raise its particular concerns. One of 
these areas has been teacher training in Polish public institutes of higher education.

2  MEN is a department of the Polish government. Its responsibilities include setting educa-
tional standards and youth activities but do not encompass higher education.

3  MNiSW is responsible for developing the quality of Polish science and higher education, 
popularising it in and outside the country and supporting sustainable growth of all institutes related 
to science and higher education.

4  PKA is a state accreditation committee for the enhancement of the quality of higher educa-
tion in Poland.
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rationale is neatly reflected by the detailed criteria of program evaluation and 
quality standards introduced by PKA in February 2019 (PKA, 2019). 

Finally, in April 2019 MNiSW proposed a modification to the standard of 
education preparing for the teaching profession of 17 January 2012 (MNiSW, 
2012), and this revision is understood here as the third interpretation of the con-
cept of quality (https://www.portalsamorzadowy.pl/edukacja/nowe-standardy-
ksztalcenia-przygotowujacego-do-wykonywania-zawodu-nauczyciela,124790.
htm).

Obviously, the aforementioned concepts of the new quality of teacher train-
ing provided by Polish public universities were not prepared as three entirely 
separate documents. On the contrary, constructive dialogue between MEN, 
MNiSW and PKA took place and could be heard, among others, during the 
conference Forum jakości 2017 – o nową jakość kształcenia nauczycieli [Qual-
ity Forum 2017 – for the New Quality of Teacher Training], held at Uniwersytet 
Pedagogiczny [The Pedagogical University] in Cracow (https:// portaleduka-
cyjny.krakow.pl/aktualnosci/).

Nevertheless, visions of the new quality of teacher training resulting from 
NIK’s analysis, PKA’s quality standards and MNiSW’s proposal turned out not 
to be fully compatible, which will be demonstrated below with reference to 
a common denominator, i.e. criteria of program evaluation included in Konsty-
tucja dla Nauki [Constitution for Science] of 2018 (MNiSW, 2018)5. 

Criteria of program evaluation as a reference platform for 
discussing the new quality of teacher education in Poland

Prawo o Szkolnictwie Wyższym i Nauce [Law on Higher Education and Scien-
ce] of 20 July 2018, also called the Constitution for Science (MNiSW, 2018a), 
refers to evaluating the quality of education in Section VI, Chapter 1, and in 
particular in Article 248, which states that quality is subject to evaluation in the 
form of program (or comprehensive) assessment conducted by PKA, during 
which special attention should be paid to the following aspects: study programs 
and educational standards, teaching and research staff, facilities and resources 
used for implementing the study program, cooperation with the socio-econo-
mic environment, internationalisation, and support for students in the course 

5  The Consitution for Science is a law which systemically re-organises higher education and 
science in Poland, placing particular emphasis upon improved conditions for scientific and didac-
tic excellence, sustainable development of academic institutes and their effective management.
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of the learning process. Thus, the quality of studies preparing for the teaching 
profession should be assessed at least, or in particular, with reference to these 
six areas. 

On the basis of Article 248, point 1, of the aforementioned Law, 
Rozporządzenie Ministra Nauki i  Szkolnictwa Wyższego [Decree of the Min-
ister of Science and Higher Education] of 12 September 2018 concerning the 
criteria of program evaluation was published (MNiSW, 2018b). It elaborates 
and extends the above-mentioned six areas and stipulates that the criteria be the 
following:

1)  manner of designing the study program and its compliance with the 
standard(s) of education;

2)  implementation of the study program;
3) rules of student admission and recognition of learning outcomes, inclu-

ding certification;
4)  competences and experience of teaching staff;
5)  adjustment of facilities and resources used for implementing the study 

program to the needs and objectives of the teaching-learning process;
6)  relations with the socio-economic environment;
7)  degree of internationalisation;
8)  quality of student support in the course of the learning process;
9)  quality of public information;

10)  ways of improving quality of the teaching-learning process and their 
effectiveness (http://www.dziennikustaw.gov.pl/DU/2018/1787/1).

These criteria, called from now on the quality criteria, appear in NIK’s 
report, PKA’s quality standards, and MNiSW’s proposal for a new standard of 
education preparing for the teaching profession, and thus they form the basis 
for further analysis.

Quality criteria and the results of NIK’s report

Summing up the results of the control of selected courses preparing for the 
teaching profession in Poland, NIK (2017, pp. 11–30) indicates imperfections 
regarding quality criteria 1–4, 6, 8 and 10, highlighting the following problems.

First of all, study programs are not structured in the way that would ensure 
the advantage of learning outcomes related to the category of skills and social 
competences over those included in the category of knowledge. Thus, the au-
thors recommend reinforcing practical aspects of studies by, for instance, ex-
tending the number of teaching practice hours and introducing practical classes 
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already in the second semester of the first year of studies. Likewise, in the stu-
dents’ opinion encompassed by NIK’s report, the content of the courses prepar-
ing for the teaching profession requires changes in terms of developing practical 
competences, also during teaching practice or workshops. Moreover, the report 
argues for a design of a study program that would place particular emphasis on 
the learning outcomes related to self- and professional development. Finally, 
objections are raised as to the organisation and supervision of teaching practice.

Secondly, the implementation of the study program should take place in 
smaller groups, which would facilitate student participation in classes. Impor-
tantly, NIK indicates a negative selection for the teaching profession resulting 
from the growing number of candidates with the lowest scores at school-leaving 
exams. The lack of detailed admission requirements and inadequate monitor-
ing of the progress of teacher candidates during studies often lead to delays 
in defending their diploma or master theses. With regard to human resources, 
the authors of NIK’s report emphasise the need for the presence of teachers-
practitioners who could conduct classes within the specialization or the field of 
study. Attention is also paid to the legitimacy of regular contacts between the 
university and the socio-economic environment, which would provide students 
with support both in the learning process and at the initial stages of their pro-
fessional career. Furthermore, the report underlines the fact that the process of 
training teachers is not periodically reviewed nor are the programs systemati-
cally modified. In conclusion, the authors of NIK’s report indicate the validity 
of improving the quality of teacher training in public institutions of higher edu-
cation within seven areas (Table 2). 

Quality criteria and PKA’s quality standards

Detailed criteria for program evaluation and PKA’s education quality standards 
were introduced by Uchwała Nr 67/2019 Prezydium PKA [Resolution No. 
67/2019 of the Presidium of PKA] of 28 February 2019. These criteria, hereina-
fter referred to as the quality standards, were introduced instead of the criteria 
applicable to proceedings initiated before 30 September 2018 (PKA, 2019). 
From the perspective of the new quality of teacher training, a significant change 
has been made, the purpose of which is to take into account the specifics of 
this educational path in five, instead of the previously functioning two, criteria 
for program evaluation. These changes are illustrated in Table 1 below, which 
shows modifications that are not only quantitative (introducing new quality 
standards with reference to teacher training, e.g. the level of competence and 
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experience of teaching staff) but also qualitative (extending the existing quality 
standard with reference to teacher training, e.g. the implementation of the study 
program). Since the main purpose of the article is to show new interpretations of 
the quality of teacher training, abbreviation “nc” (no change) is used whenever 
no alteration has been detected. 

Table 1. Criteria for program evaluation and PKA’s quality standards6

Criteria for PKA’s program evaluation for the 
academic profile (until 30/09/2018)

PKA’s quality standards for the academic profile 
(from 1/10/2018)

1) learning outcomes (general) learning outcomes (general and specific)

2) study program, forms and organisation of classes, 
including organisation of teaching practice, dura-
tion of studies and students’ estimated workload 
measured by ECTS,
selection of program content

nc

organisation of the teaching process ensuring 
effective use of time devoted to teaching, learning, 
monitoring students’ progress and evaluation, 
program of teaching practice, its organisation and 
supervision, selection of places and environments 
for student placement, including facilities and 
resources and supervisors’ competences

3) methods of verifying learning outcomes

4) competences, experience and qualifications of aca-
demic teachers and other staff conducting classes

5) university’s didactic and research facilities and 
resources, facilities and resources of other 
institutions where classes take place

Source: PKA’s standards and procedures (https://www.pka.edu.pl/wzory-i-procedury/).

As indicated above, PKA assumes that new quality standards should en-
compass more criteria of program evaluation than before and former catego-
ries should be detailed and extended, e.g. criterion 2. Particularly noteworthy is 
the postulated strengthening of the rank of teaching practice that is to become 
a separate sub-category of program evaluation. This change is evident in the de-
tailed criteria for the assessment of teaching practice, to be found in PKA’s new 
quality standards, encompassing the following aspects: consistency of teach-
ing practice learning outcomes with those of other classes, inclusion of teach-
ing content, estimated workload and number of ECTS, inclusion of teaching 
practice in the program of studies, selection of placement institutions in a way 
that enables students to achieve intended learning outcomes, proper selection of 

6   Good practices can be identified with reference to both criteria for program evaluation 
and quality standards.
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methods of verifying learning outcomes assumed for teaching practice, meth-
ods of reporting teaching practice process and tasks, comprehensiveness of as-
sessment carried out by internship supervisors, competences, experience and 
number of teaching practice supervisors, facilities and resources of institutions 
providing teaching practice and their suitability for the teaching-learning pro-
cess, achievement of intended learning outcomes and proper implementation of 
teaching practice, formally adopted principles of teaching practice organisation 
and supervision, including criteria that are to be met by institutions in which 
teaching practice takes place, procedures of recognising learning outcomes ob-
tained at the workplace, rules of lesson observation, responsibilities of supervi-
sors in teaching practice location and scope of cooperation between internship 
supervisors and academic staff, provision of teaching practice for students by 
the university and in the case of placements arranged by students themselves, 
providing predefined and officially accepted quality criteria on whose basis the 
supervisor is to recognize teaching practice, regular assessment and continuous 
improvement of the internship program.

The discussion presented above indicates strengthening the role of teach-
ing practice in defining the new quality of teacher training by PKA. Student 
placement is to become an independent standard comprising criteria related, 
among others, to the construction and implementation of the study program, 
staff competences, facilities and resources, student support and improvement of 
the curriculum, as shown in detail in Table 2.

Quality criteria and a proposal for a new standard of education 
preparing for the teaching profession

The third interpretation of the new quality of teacher training in Polish public 
institutions of higher education is a proposal for the standard of education pre-
paring for the teaching profession put forward by MNiSW in 2019. To illustrate 
the extent of proposed changes, the document is discussed alongside the previo-
usly-adopted standard (MNiSW, 2012).

The first major alteration is the very layout of the newly-proposed stand-
ard, which clearly reflects the quality criteria. Thus, the first part of the standard 
concerns the design and implementation of study program, including numerical 
indicators, e.g. the number of terms and ECTS as well as the duration of studies. 
At this point, a significant pro-quality change is visible, as it is assumed that stud-
ies preparing for the teaching profession are conducted as first- and second-cycle 
studies or as long-cycle studies. Certainly, this regulation facilitates the effective 
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use of time allocated to the teaching process and proper recognition of learning 
outcomes. In this part of the standard proposal information about subject mod-
ules is also included, which, for the teacher of a given subject, covers substantive 
preparation for the first subject teaching, psychological and pedagogical courses, 
basics of teaching methodology and voice emission as well as preparation for the 
teaching of the first subject. Importantly, two-thirds of psychological and peda-
gogical preparation should be delivered in the form of lectures and tutorials and 
the remaining part should be conducted in a way that is integrated with the teach-
ing practice module. This provision emphasizes the role of activating forms of 
classes and indirectly increases the number of teaching practice hours and practi-
cal courses from 150 to 210. In this part, there is also a detailed programme of 
teaching practice focused on gaining experience related to didactic and educa-
tional work of a  teacher and confronting her knowledge in the field of teach-
ing methodology with pedagogical reality. Moreover, types of teaching practice 
institutions for a particular educational stage are determined and qualifications of 
internship supervisors in kindergartens, schools or other educational institutions 
are defined. Finally, the role of facilities and resources facilitating the achieve-
ment of intended learning outcomes is underlined.

The second part of the proposal for the standard in question concerns quali-
fications of the staff preparing candidates for the teaching profession, among 
whom there should be tutors with professional or research competences as well 
as experience relevant to conducted classes. Attention is paid to the fact that re-
search should be related to the discipline to which learning outcomes refer, i.e. 
psychology, pedagogy or the discipline corresponding to the subject taught. In 
other words, the presence of teachers-practitioners among the staff responsible 
for training is not seen as obligatory.

The third and most comprehensive part of the document concerns general 
and specific learning outcomes. In terms of the quality criteria adopted in the 
analysis, it is essential to observe that each set of subjects, including courses in the 
teaching practice module, is dominated by outcomes related to skills and social 
competences rather than knowledge. Among the specific learning outcomes, there 
are those related to both professional and self-development, e.g. B.1.U8. the grad-
uate can plan, on the basis of conscious self-reflection, activities for professional 
development, B.1.K1. the graduate is ready for auto-reflection on professional 
development, B.2.K3. the graduate is ready for independent improvement of her 
pedagogical knowledge, B.2.K4. the graduate is ready to cooperate with other 
teachers in order to increase her professional skills, D.2/E.2.K1. the graduate is 
prepared to effectively interact with her supervisor and other instructors in order 
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to broaden teaching knowledge. Still, while these learning outcomes provide im-
portant details within particular sets of courses, especially within psychological 
and pedagogical modules, they do not introduce a fundamental qualitative change 
in comparison with the standard of 2012. Nevertheless, a  crucial modification 
is formulating the learning outcomes, especially those pertaining to social skills 
and competences, in a way that promotes cognitive and affective development 
of teacher candidates, including, in particular, their critical thinking skills. This 
tendency is illustrated by the following phrases: (the graduate) can analyse, draw 
conclusions, identify, create, adapt, promote, or propagate.

The fourth and last part of MNiSW’s proposal from 2019 concerns on-going 
assessment of intended learning outcomes whose forms should be adjusted to the 
category checked. Thus, in the area of knowledge, the following methods can be 
found: written examinations in the form of open tasks or tests as well as oral ex-
ams aiming primarily at checking critical thinking competences. In the category 
of skills, the key method, applicable predominantly during teaching practice, is 
direct observation of a student during her performance of a given professional 
task. A synthetic version of the above analysis can be found in Table 2 below.

An emergent model of the new quality of teacher training 
in Poland

The three aforementioned interpretations of the new quality of teacher training 
in Poland have been juxtaposed in Table 2 with reference to the quality criteria 
adopted for the analysis. For the sake of clarity, extensive categories, i.e. crite-
rion 2, are discussed according to letter subsections while points of convergence 
between the three conceptions are underlined. In a way then the highlighted 
fragments constitute an emergent model of the new quality of teacher training 
in Polish public institutes of higher education.

Table 2. Interpretations of the new quality of teacher training in Poland juxtaposed

Quality criterion NIK PKA* MNiSW

1) manner of designing 
the study program and 
its compliance with the 
standard(s) of education

making learning outco-
mes more practical (e.g. 
dominance of outcomes 
in categories of skills 
and social competences, 
emphasising preparation 
for self- and professional 
development among de-
tailed learning outcomes)

learning outcomes (gene-
ral and detailed)

learning outcomes (gene-
ral and detailed),
making learning 
outcomes more practical 
(dominance of outcomes 
in categories of skills 
and social competences, 
development of critical 
thinking)



METAANALIZY BADAŃ EDUKACYJNYCH

202

Quality criterion NIK PKA* MNiSW

2) implementation of the 
study program

a) effectiveness of 
the organisation of 
the teaching-learning 
process (e.g. number of 
students in groups), acti-
vating forms of classes,
b) importance and 
workload of teaching 
practice,
d) organisation and 
supervision of teaching 
practice

a) effectiveness of the 
organisation of the te-
aching-learning process, 
forms of classes, 
b) importance of te-
aching practice,
c) implementation of the 
study program, number 
of terms and class hours, 
estimated student wor-
kload, in particular with 
reference to the teaching 
practice program,
 d) selection of institu-
tions and environments 
for teaching practice, 
including facilities and 
resources and supervi-
sors’ competences, 
organisation and 
supervision of teaching 
practice

a) effectiveness of 
the organisation of 
the teaching-learning 
process, activating forms 
of classes
b) importance and 
workload of teaching 
practice,
c) implementation of the 
study program, number 
of terms and class hours, 
estimated student wor-
kload, in particular with 
reference to the teaching 
practice program,
d) selection of institu-
tions and environments 
for teaching practice, 
including facilities and 
resources and supervi-
sors’ competences 

3) rules of student ad-
mission and recognition 
of learning outcomes, 
including certification

admission requirements, 
ongoing verification of 
learning outcomes, final 
recognition of learning 
outcomes (certification)

methods of ongoing 
verification of learning 
outcomes, including 
in particular teaching 
practice

methods of ongoing 
verification of learning 
outcomes referring to 
knowledge and skills, 
including in particular 
those related to teaching 
practice

4) competences and 
experience of teaching 
staff 

presence of teachers-
practitioners among 
teaching staff

competences, experience 
and qualifications of 
academic teachers and 
other instructors 

competences, experience 
and qualifications of aca-
demic teachers or other 
instructors, including in 
particular their research 
competencies

5) adjustment of facilities 
and resources used 
for implementing the 
study program to the 
needs and objectives of 
the teaching-learning 
process

facilities and resources 
of universities and other 
places where classes, 
including teaching prac-
tice, are to be conducted 

facilities and resources 
of universities and other 
places where classes, 
including teaching prac-
tice, are to be conducted

6) relations with 
the socio-economic 
environment

real contacts between 
schools and universities

selection 
of environments where 
teaching practice is to 
take place

selection of environ-
ments where teaching 
practice is to take place

7) degree of 
internationalisation

Table 2. Continued
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Quality criterion NIK PKA* MNiSW

8) quality of student 
support in the course of 
the learning process

support provided by 
teachers-practitioners 
during studies, including 
teaching practice, as 
well as communication 
between the school and 
the university in the 
initial phase of students’ 
work (mentoring)

organisation and 
supervision of teaching 
practice

9) quality of public 
information 

10) ways of improving 
quality of the teaching-
learning process and 
their effectiveness

systematic revision of 
quality of the teaching-
learning process and 
introduction of justified 
changes to the study 
program

improvement of the 
teaching practice 
program

*  Good practices can be identified in each of the ten criteria discussed.

Source: Author’s compilation.

Table 2 above compares three conceptualisations of the new quality of edu-
cation preparing for the teaching profession in Poland with reference to ten crite-
ria stipulated by the Constitution for Science (MNiSW, 2018a; 2018b). The un-
derlined excerpts indicate convergences between the interpretations discussed, 
simultaneously highlighting imperfections in the emerging model. Firstly, there 
are identical (or similar) indicators classified under two different categories, 
e.g. “organisation and supervision of teaching practice” subsumed under qual-
ity criteria 2 and 8. This problem results directly from vague statements in the 
source documents. Next, despite apparent similarities between the interpreta-
tions analysed, especially in criteria 10 and (partly) 4 and 6, no fragments have 
been underlined. This is due to the fact that one of the juxtaposed understand-
ings, usually the one put forward by NIK, is too detailed and/or complex to 
be effectively compared with the remaining visions. On the other hand, frag-
ments have been highlighted, e.g. in criterion 6, although only 2 of the analysed 
3 interpretations seem compatible. This decision has been motivated by the fact 
that the “missing” indicator could often be found in another category, e.g. 2b in 
the case of criterion 6. Finally, the model proposed in Table 2 does not account 
for absence or minimal presence of certain categories, e.g. 7, 8 or 9, on the 
one hand, and extensive manifestation of the other(s), particularly criterion 2, 
on the other hand.

Table 2. Continued
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All in all, the emergent model proposed above, in which the design and 
implementation of a standard-driven study program together with ways of rec-
ognizing learning outcomes seem the most noticeable quality criteria, is not 
easy to interpret due to its two characteristics: dissimilar levels of generality at 
which certain indicators have been formulated and asymmetries in the way the 
ten quality criteria have been evoked. In order to neutralise these deficiencies, 
the emergent model is referred to a universal framework of quality in higher 
education.

The emergent model in the context of a universal model of quality 
in higher education

While the aim of the current section is to set the emergent model against a uni-
versal framework for defining quality in higher education, this juxtaposition can 
only succeed if quality is seen in a broader perspective. Historically, the notion 
was first applied in the field of industrial production to subsequently encompass 
service industries and public institutions, including schools and universities. 
In those early days, quality was defined through the prism of control and error 
elimination carried out by a group of inspectors. In fact, it was not until the 
second half of the twentieth century that comprehensive quality principles were 
developed, as illustrated by Deming’s (1986) plan, do, check, act scenario. Si-
multaneously, the human aspect of quality was emphasised, with more focus 
on collective responsibility, a systems approach and decisions supported with 
thorough data analyses. 

Another dimension of quality was developed when the concept was ap-
plied to the sector of services where, as postulated by Feigenbaum (1961), the 
intangibility of products required that customer satisfaction based on well-
defined standards be highlighted and where meeting customers’ expectations 
should become the key element of quality. At the same time though those in 
charge of quality procedures were to decide who their customer or client was 
(Winder & Judd, 1996). In the context of educational services, for instance, the 
question to be answered was whether pupils, parents, teachers or perhaps the 
society in general needed to be considered in defining quality. Such dilemmas 
led to the emergence of customer networks, mutual client relationships and an 
overall importance of accountability in building and managing quality. Charters 
or guarantees issued by public institutions were then to clarify their promises 
so that the public could verify them. Consequently, quality statements took the 
form of valid and achievable objectives which, as Harvey and Green (1993, 
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p. 9) put it, were to fit the purpose or match “the ability of an institution to fulfil 
its mission or a programme of study to fulfil its aims”.

The brief overview of quality-related constructs above shows that the no-
tion is far from clear, encompassing a variety of often inconsistent elements, 
e.g. efficiency, standards, satisfaction, accountability or purposefulness, This 
blurred picture of quality becomes even less attractive when applied in the con-
text of education since schooling is built on values different from the priorities 
of commercial operations. In fact Weber (2007, p. 19) claims that quality pro-
cedures in universities can “sap dynamism and reduce their sense of internal re-
sponsibility”. Moreover, Schwartzman (1995) argues that the idea of customer 
satisfaction is not felicitous in educational settings whose long-term values are 
hard to identify and/or tend to emerge years after the experience has been com-
pleted. 

While defining quality is (and perhaps will always be) difficult, that is the 
reality higher education cannot escape since its “landscape is currently char-
acterised by the need to establish accountability and, in so doing, to explicitly 
rationalise learning outcomes and academic-achievement standards to support 
quality assurance” (Diaz et al., 2015, p. 1). Consequently, “theoreticians have 
struggled and come up with a  variety of definitions, including quality being 
defined by the degree to which set objectives are achieved, added value, fitness 
for purpose, and client satisfaction” (Thomas, 2003, p. 232). In fact, depending 
on the definition adopted, a number of models can be discerned, i.e.: the goals 
and specifications model, the resources input model, the process model, the sat-
isfaction model, the legitimacy model, the absence of problems model and the 
organisational learning model (Cheng & Tam, 1997). As Cheng and Tam (1997) 
further argue, a combination of these models can provide a comprehensive ap-
proach to quality in education. Still, what remains to be answered is how to 
connect this plethora of definitions in a motivated manner.

One strategy is to propose a broad definition of quality, highlighting a par-
ticular goal, such as fulfilling a stated mission or vision (Bogue, 1998). Another 
option is to come up with a list of specific indicators demonstrating assumed 
inputs (e.g. responsive staff) and outputs (e.g. employability of students) (Tam, 
2010). A third route, advocated by Schindler and others (2015), is to combine 
both strategies, which seems most appropriate in order to reconcile the three 
understandings of the new quality of teacher training in Polish public institutes 
of higher education. 

The framework put forward by Laura Schindler and her colleagues results 
from an extensive overview of relevant literature, including educational data-
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bases, e.g. Academic Search Complete or Educational Resources Information 
Center (ERIC). On the basis of interpretations of quality emanating from both 
journal articles and reports from professional organisations, the authors have 
proposed its conceptual model. Building on previous definitions of quality in 
higher education, e.g. those formulated by Ewell (2010) or Harvey (2005), 
Schindler and others (2015, p. 5) have identified recurring themes and outlined 
four areas emerging from their synthesis of literature: purposefulness, trans-
formativity, accountability and excellence.

Purposefulness stands for education in accordance with the mission, vision 
and strategy of the university and/or for education compliant with standards, 
including those established by external organisations, e.g. accreditation com-
mittees. Its other indicators are transparent objectives and procedures. Trans-
formativity means facilitating a student-oriented approach through institutional 
support and competences of teaching staff, intelligibility of learning outcomes, 
care for comprehensive development of students, including cognitive, emotion-
al, psychomotor, personal and professional dimensions, and in particular critical 
thinking skills, as well as student involvement in the creation of the study pro-
gram. Accountability in turn is understood as conducting the teaching-learning 
process in consultation with external stakeholders in terms of both teaching staff 
and resources so that students are prepared for the requirements of the labour 
market. It focuses on sufficiency and quality of facilities as well as the need for 
continuous development. Finally, excellence is the ability to create independent 
standards which, initially, take the form of good practices. As Schindler and 
others argue (2015, p. 6–7), purposefulness, transformativity and accountability 
are stages on the way to excellence and each of these three categories is char-
acterized by indicators which can be used as evidence for distinction. In other 
words, excellence is a dispersed category.

In the context of the holistic model developed by Schindler and others 
(2015), the new quality of education preparing for performing the teaching 
profession in Poland is clearly related to the four dimensions of the universal 
framework. Thus, criteria 1 (with the exception of student development) and 2 
in the emergent model can be linked to purposefulness, criteria 1 (in terms of 
student development), 4, 8 as well as (partly) 3 and 5 stand for transformativity, 
whereas criteria 6, 10, 3 (in terms of certification/final verification of learning 
outcomes) and 5 (with regard to facilities and resources outside the university) 
are connected with accountability. Excellence – a disseminated category – is 
acknowledged in the Polish conception though its role is definitely far less cen-
tral than in Schindler et al.’s (2015) proposal. Interestingly, criteria 7 and 9, 
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which are not exemplified in the Polish model are also absent in the universal 
framework. Thus, referring to the four general dimensions in Schindler et al.’s 
(2015) model, it can be stated that the Polish vision of new quality emerges 
from purposefulness, transformativity and accountability. Still, considering 
specific indicators within each quality criterion in Table 2, purposefulness and 
transformativity seem to dominate the Polish conception since their elements 
consistently feature in the three interpretations analysed. In other words, NIK, 
PKA and MNiSW highlight the role of pre-defined, student-oriented standards 
in quality education. Still, what remains fairly unclear is the role of both internal 
and, particularly, external stakeholders in formulating those standards. Their 
influence might come in the form of greater involvement of students in the crea-
tion of the study program or systematic participation of teachers-practitioners 
in designing and conducting classes. The category of accountability could also 
be reinforced through the provision of regular support to students of teaching 
courses and specialisations during both studies and internship as well as in the 
first years of professional activity. Most importantly, though, whether such, or 
any, modifications are introduced depends on the dominant perspective adopted 
in the context of Polish higher education.

All in all, Schindler et al. (2015) distinguish between two dominant ap-
proaches to quality in higher education: standards- and stakeholders-driven 
models. The former focuses on the dimension of purposefulness while the latter 
concentrates on accountability, i.e. responsibility to the public, and/or trans-
formativity, i.e. providing learning experience beneficial to both students and 
employers (Srikanthan & Dalrymple, 2007). The emergent model of the new 
quality of teacher training in Polish public institutes of higher education, with 
its focus on pre-determined criteria and student development, can be situated 
somewhere between the two extremes, perhaps with a slight inclination towards 
the standards-driven end. However, its current structure is just a transitional sta-
bility to be modified by, among others, circulated examples of good practice or 
further debate between NIK, PKA and MNiSW. As a result, the vision of qual-
ity abstracted from its three interpretations and rendered through the fragments 
underlined in Table 2 is expected to evolve with reference to the four broad di-
mensions of quality and/or its specific indicators. Thus, the Polish understand-
ing of quality in higher education, shaped by both universal and culture-specific 
tendencies, is likely to undergo further, if not constant, changes whose nature 
might be easier to capture with the help of the emergent model proposed here.
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