
Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

 
 

 

PROCEDINGS OF THE FOURTH BIENNIAL 

CONFERENCE: BARCELONA 

 

 

 

Innovation in Teacher Education within a Global 

Context 

 

 
 

 December 2016                                                                                                       Volume 1, Issue 3a 

      

JOURNAL OF THE 
WORLD FEDERATION OF 

ASSOCIATIONS FOR TEACHER 
EDUCATION 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

1 

 

EDITORôS   COLUMN 

 
This issue of the WFATE Journal is the first half of the papers from the Barcelona Biennial 

Conference.  The theme, Innovation in Teacher Education within a Global Context, led to a 

vibrant and challenging conference.  Following the conference, presenters were encouraged to 

submit the full papers from their presentation.  Each paper was reviewed and the papers in this 

issue of the journal were selected for publication.  Because of the number of papers selected, 

there will be two sections of issue 3 (a and b). This issue of the Journal of the World Federation 

of Associations of Teacher Education will serve to introduce the scholarship of the Association. 

It has been a delight to work with the chair of the conference, Mireia Montane, and the 

committee from Barcelona.  It has been equally positive to work with the Board of the World 

Federation of Associations of Teacher Education.  It is great to have professionals who are 

thoughtful and creative and who trust the process to work well.  James Alouf, USA, has served 

as the guest editor of these two issues (3a and 3b).  Without his skills and insights, the journal 

would not be such a positive venture.  My thanks to the members of the Board of Directors 

(listed below),  

 

For more information about the World Federation of Associations of Teacher Education, please 

go to our website:  http://www.worldfate.org. 

 

Guest Editor Introduction  

Volume 1, Issue 3a of the WFATE Journal is the first journal in a two-part series dedicated to 

publishing papers presented at the Third Biennial Conference of the Association in Barcelona, 

Catalonia, Spain, April 21-23, 2016.  The conference was a tremendous success with participants 

from Europe, Australia, China, the United States, and Latin America in attendance.  The theme 

of the conference was Innovation in Teacher Education Within A Global Context. The papers 

published in this volume present research related to the fifteen sub-themes of the conference and 

reflect a wide array of approaches to promoting change in teacher education for the 21st Century.  

Volume 1, Issue 3b of this journal will present another series of research papers from the 

Barcelona Conference.  The purpose of the conference was to create worldwide discussion of the 

future of teacher education and to create continuing dialogue around important issues common to 

all nations.  Enjoy this volume of the journal! 

Jim Alouf 

http://www.worldfate.org/
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Non -THEMATIC ISSUE  

CALL FOR PAPERS   

Journal of the World Federation of Associations of Teacher Education  

 

The WFATE has begun to develop special interest groups related to our mission and goals.  

Papers, research reports and policy analyses related to knowledge generation and to the theme 

and sub-themes of the conference would be most welcome. 

General Theme: Innovation in Teacher Education within a Global Context  

Sub-Themes  

1. Multiculturalism and Multilingualism  

2. Technology and Mobile Learning for Pedagogical Innovations in Teacher Education  

3. International - Local Teacher Education Networking Models for Knowledge Building  

4. Teacher Education Curriculum and School Curriculum  

5. School-University-Educational Administrations Partnerships for Creative Initiatives in  

 Teacher Education  

6. A Distributed Leadership for School Innovation Management  

7. Monitoring and Evaluating Innovations in Teacher Education  

8. Change for Innovation in Teacher  

9. Initial and Ongoing Teacher Education for Innovation  

10. Health, Sport, Physical and Plastic Arts Education (circus, dance and theater)  

11. Supporting STEM Education through Teacher Preparation and Professional Development  

12. Strategies for Overcoming Inertia in Teacher Education  

13. Disability Studies, Inclusion and Social Justice in Teacher Education  

14. Innovation in Teacher Training for Early Childhood Education  

15. Social Sciences Teacher Education for a New Era  

NOTICE TO CONTRIBUTORS:  

The Journal of the World Federation of Associations of Teacher Education  is an 

electronic educational research and development journal. All articles are peer -
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reviewed.  We publish articles focusing on empirically driven researc h in major areas of 

education, carefully developed issue analyses, and clearly focused development articles.  

To be reviewed, manuscripts must conform to the publication guidelines available on 

the website. The WFATE journal does not have a copy editor. Thu s, authors are 
responsible for ensuring that their submissions meet the specified criteria. Since the 
Journal of the World Federation of Associations of Teacher Education is an electronic 

journal, special formatting guidelines must be followed to ensure th e readability of the 
paper by reviewers using a wide range of word -processing software. In addition, the 

guidelines ensure the accurate rendering of the article on our Web site, irrespective of 
readers' platforms and systems, should it be accepted for publ ication. Articles of 
approximately 5,000 to 8,000 words are preferred.  

Papers are due by May 1, 2017 for publication in summer 2017.  
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AN IN -SERVICE TRAINING MODEL  

FOR CONTENT AND LANGUAGE INTEGRATION  

IN SECONDARY CLASSROOMS 
 

Núria Alba Romà,  Servei dôImmersi· i Acolliment Ling¿²stics, Departament 

dôEnsenyament de la Generalitat de Catalunya;  

Jordi Domènech-Casal, Servei dôImmersi· i Acolliment Ling¿²stics, Departament 

dôEnsenyament de la Generalitat de Catalunya; Institut de Granollers (Barcelona). Spain 

Abstract:  

The following paper presents the teacher training lines of Servei d’Immersió i Acolliment 

Lingüístics (Linguistic Immersion and Integration Service), oriented to train teachers who must 

deal with linguistic diversity in secondary education classrooms in the Catalan educational 

system and desire to move towards an excellence model for education for all students, regardless 

of their origin. 

This paper will follow a discursive route in two parts. The first one (sections 2, 3and 4) will 

describe the Catalan educational context, where a linguistic immersion program is applied for 

Catalan as the vehicular language of reference, with Content and Language Integrated Learning 

(CLIL- TILC in Catalan) as a central methodology. This part also presents several ideas to justify 

choosing TILC, and lists the more consistent didactic proposals for adapting TILC to the needs 

of the Catalan secondary classrooms. 

The second part will detail the bases and modalities of teacher training lines for TILC. 

Throughout this part, needs for teacher training will be evaluated and the trend for a change in 

paradigm for teacher professional development will be shown; next, it will explain the 

instructions from Departament d’Ensenyament to design training activities for practicing 

teachers, and will present the training lines offered by Servei d’Immersió i Acolliment 

Lingüístics (SIAL), which follow these instructions and try approach new paradigms in 

educational training and innovation. 

Some conclusions close the article, assessing strengths and weaknesses of the training model and 

considering future paths of work. 
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AN IN -SERVICE TRAINI NG MODEL  

FOR CONTENT AND LANGUAGE INTEGRATION  

IN SECONDARY CLASSROOMS 
  

INTRODUCTION  

The Linguistic Immersion Program in the Catalan educational system 

The Catalan education system guarantees the right to know both official languages to all the 

school population, irrespective of their family language or languages. At the end of compulsory 

education (6-16), our students must be able to use normally and correctly both official languages 

(Catalan and Spanish) and to communicate, at least, in one foreign language. According to 

legislation (Generalitat de Catalunya, 1998), Catalan, as Catalonia’s own language, is also that of 

education, at all levels and types of schooling. Our system also gives relevance to the languages 

that immigrant pupils bring along and considers them an asset of Catalan society. 

So, teaching is conducted through Catalan as it is Catalonia’s own language and, in contexts in 

which Catalan is not the family language, or the language usually spoken in their surrounding 

area, it is the only guarantee that all students will be able to use correctly both official languages. 

In fact, knowing both official languages guarantees equal rights to the citizens in our country. 

Therefore, teaching in Catalan is not only a linguistic issue, but also an issue of equity and social 

cohesion. 

In order to guarantee the equity, linguistic legislation also rules that students shall not be 

separated into different groups, on the grounds of language. So, bearing in mind that when 

entering our education system many pupils are not acquainted with the Catalan language, we 

have to apply second language methodologies –that is, a linguistic immersion program– to 

facilitate a quick access to the school language. Acquiring a new language by means of using it 

to communicate, to experience rewarding situations and to learn new things, implies placing the 

target language in a real context of use from the very beginning and transcend, by far, the 

category of school subject. 

The linguistic immersion program has been applied in Catalonia since 1983 and updated in 2007, 

in order to meet the needs generated by the increasing migrant population which arrived in 

Catalonia (Departament d'Ensenyament, 2007). That demographic change brought an important 

number of students to schools, all with their own languages and cultures, which was a 

completely new situation for Catalan teachers. It was also necessary to include information 

communication technologies (ICT) in language teaching. A committee of scientists from Catalan 

universities and staff from the Departament d’Educació designed the new plan, taking into 

account the educational research on second languages (L2) teaching. 

The new Plan for Linguistic Immersion Program was developed in four thematic areas, displayed 

in an interrelated way in the teacher training program: 

- Continuity and coherence in linguistic usages within the educational centres; 
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- Management of family languages; 

- L2 teaching methodology –giving special attention to oral language and focused on teaching 

communicative functions in kindergarten (3-6) and linguistic skills in primary education; 

-Deal with emotional aspects related to language learning. 

The training related to the Plan also considered the role that teacher played in the implementation 

of a Linguistic Immersion Program: as a language model, dynamizing pupil speech, and as a 

conversational partner. 

The orientation of Immersion in compulsory secondary education  

In order to extend the Immersion Program to higher levels, it was necessary to consider that 

Secondary Education centers require a high level of specialization in subject areas and therefore 

linguistic immersion programs had to be adapted to these curricular subjects’ needs. For that 

reason, the solution proposed by the Servei d’Immersió i Acolliment Lingüístics (SIAL) was to 

apply a methodological option based on the Content and Language Integrated Learning -in 

Catalan, Tractament Integrat de Llengua i Continguts (TILC)-. This methodology promotes the 

integrated and systematic work of the academic language within every curricular subject, with 

the aim of improving academic achievement of all students, including those of foreign origin. 

The message willing to send to secondary schools is that language is the essential tool for 

learning, and this is what the current curriculum reflects. It is intended that each subject, 

systematically, works its own academic language, with the aim of improving the academic 

outcomes. (Alba and Mayans, 2012). 

THE DIDACTIC METHODOLOGIES THAT INTEGRATE LANGUAGE AND 

CONTENTS 

Language, the essential tool for learning 

The option for TILC methodologies–usually related to foreign languages teaching– for a 

vehicular language makes sense in the current sociolinguistic context, where Catalan is not the 

usual language for a significant portion of population and most students don’t have it as their 

family language. In such a situation, curricular subjects become optimal environments for 

learning Catalan in a contextualised and significant way, with instructional materials and real 

tasks attending to needs and interests from students, so that motivation can be guaranteed. 

Otherwise, language is the essential tool to build, share and be critical with knowledge: we need 

the language to access information, both by reading and oral transmission (Pascual, 2006; 

Beacco et al, 2015b). 

The role of language is not just to transmit content. The verbal representation of knowledge 

allows scientific discussion, essential to question and ensure its validity.That’s why, even when 

this knowledge can be expressed in specific semiotic systems, as in mathematics, it needs to be 

verbalised for discussion. Moreover, some disciplines like philosophy, wouldn’t exist without 

language. So, language in knowledge and in learning has a heuristic function: “itôs not only a 
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transmission medium, but also a place where knowledge is created.” (Beacco et al, 2015a; 

2015b). 

In learning, language provides the means to go beyond immediate tangible meanings, to access 

and develop more abstract -and evolved- meanings. As the child’s ability to use language 

expands, it opens up new possibilities for thinking and learning. (Polias,2006). All in all, giving 

attention to language in curricular subjects helps the students to reach a deeper undestanding and 

to learn (Beacco et al, 2015b). 

The academic language 

Within the educational system, as the curriculum incorporates knowledge of scientific disciplines 

and processes of building and communicating it, language needed becomes more complex and, 

necessarily, descontextualized, and entails higher cognitive demands. The competence in such 

language –academic language-, which presents different characteristics and cognitive demands 

from conversational language, can’t be fully achieved in the language class, with its context 

missing and therefore artificially; that’s why it must be learnt together with the contents, in non-

linguistic areas, both in general aspects and in particular ones for every content subject, and at 

the same time as contents (Pascual, 2006). 

So, all content subjects should teach their own academic language, with the goal of improving 

learning outcomes. This teaching should embrace the following aspects, both for reception and 

production: 

-Knowledge of specific vocabulary and the mechanisms by which it is generated, 

- Contact with discourse genres related to each subject, 

- Use of cognitive-linguistic functions, 

- Metalinguistic dimension, 

- Knowledge of main expository text structures. 

The recommendations from the Council of Europe 

This option meets the recommendations from the Council of Europe, which, in its documents, 

proposes to consider the linguistic dimension in all school areas, in order to improve academic 

performance of all students: 

In April 2014 a Recommendation of the Committee of Ministers of the Council of Europe drew 

attention to óThe importance of competences on the language(s) of schooling for equity and 

quality in education and for educational success' (Recommendation CM/Rec (2014)51). (…) The 

acquisition of competences in language is an essential foundation both for success in school and 

for participation in modern democratic and diverse knowledge societies. […]. By acquiring the 

language of a subject and reflecting on it consciously, all learners, independent of their 

background, will master the content and accompanying tasks more successfully. (Beacco et al, 

2015b). 
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Specifically, Beacco et al (2015b) recommend teaching academic language suitable to each area, 

as a part of curricula: 

ñOne of the key principles in the Recommendation highlights the importance of language not just 

as a separate subject in school but in all subjects across the curriculumò. 

ñThe specific competences which need to be mastered for successful knowledge building are 

often unfamiliar to many pupils before they enter school. They may not be made sufficiently 

explicit, giving rise to a 'hidden curriculum' that makes the linguistic challenge posed by the 

school even more demandingò. 

Especially in classrooms with linguistic and cultural diversity, it considers essential to implement 

immersion programs and to take into account the linguistic dimension in all subjects: 

ñThis is an issue for all learners, but particularly for those from socially disadvantaged 

backgrounds, or whose home language is different to the main language of schooling. 

Recognition of the importance of academic language is not elitist but, on the contrary, is rather 

an essential aspect of working towards equity in educational outcomesò. 

The OECD Report Immigrant Students at School: Easing the journey towards Integration 

(OECD, 2015) analyzes the academic results of foreign-origin students in its member states, 

starting from external assessments (such as PISA reports), and shows that these results are lower 

than those from local students in reading, writing and mathematics, although there are significant 

differences between states. Similar results are found in Catalonia (Consell Superior d’Avaluació, 

2014a, 2014b). 

The report states the incidence of several interrelated factors in this difference in academic 

performance, one of which is the lack of knowledge of the language of learning; the later the 

student arrives in the educational system of the host community, the harder it is to close this gap. 

Throughout the report there are several recommendations, pointing to establish proper 

educational policies, which would allow to overcome differences in academic results and to 

integrate the foreign-origin population in the host society. Two of these recommendations are in 

line with this article: 

-Applying linguistic immersion programs and providing linguistic support. 

-Qualifying teachers for working in environments of linguistic and cultural diversity. 

TILC PROPOSAL FROM SIAL  

Building from strengths of previous and current models, recent educational research and Council 

of Europe guidelines, a TILC proposal adapted to the Catalan context has been elaborated by a 

working group, composed of experts and LIC advisors (LIC stands for Language, Interculturality 

and Social cohesion). 

 

Starting methodological options 
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In order to detect the strong issues to be incorporated into the new model, the starting point was 

an analysis of several methodological options (Alba and Gimeno, 2014): 

-Sheltered instruction program (SIOP) (Echevarria, Vogt and Short, 2004).Its systematic 

protocol eases the implementation of TILC in the classroom. It follows the gradual release of 

responsibility instructional model (Pearson and Gallagher, 1983), keeping in mind the cultural 

and linguistic diversity and focusingthe learning tasks on the acquisition of academic language. 

-Communicative model (Jorba, Gómez and Prat, 1998). It suggests a significant learning, 

anchored in the students’ prior knowledge and rooting the new contents into real life to make it 

meaningful for students. This model considers the relations between cognition and language and 

provides guidelines to teach cognitive-linguistic functions in the different subjects. 

- CLIL for foreign languages (AICLE) (Marsh et al, 2010).It promotes a significant and 

experiential learning. It is driven by four principles: communication, cognition, community and 

content. We can add basic competences, as a fifth principle incorporated in AICLE. 

Moreover, some other Departmental methodological proposals have also been considered, 

specifically training in communicative competences in curricular subjects and enhancing literacy 

skills, mainly Impuls de la Lectura (Departament d’Ensenyament, 2013) and araESCRIC 

(Departament d’Ensenyament, http://xtec.gencat.cat/ca/projectes/escriptura/ara-escric/). These 

programs suggest a change in teaching approach, in order to foster the increasing autonomy of 

the students, giving them the main role in their learning process. Some key proposals are: 

applying the gradual release of responsibility instructional framework, bringing educational 

scaffolding and encouraging metacognitive reflection. Both programs suggest peer-training for 

teaching staffs as a strong resource for improving student’s performance (Departament 

d’Ensenyament, 2013). 

The analysis of starting methodological models was complemented with bibliography, in 

particular: 

-Materials to support teaching in Valencian from GeneralitatValenciana (Conselleria 

d’Educació, Formació, Cultura i Esport, 2006). 

-La main à la pâté foundation. This Foundation aims to improve the quality of science and 

technology teaching in primary and middle schools, with hands-on activities and shared 

knowledge creation among students. The teacher coaches the learning process of the students, 

instead of transmitting information (Fondation La main à la pâte http://www.fondation-

lamap.org/en/international). 

-Thinking through History. This book sets out strategies to encourage alternative views and ideas 

and to improve the quality of thinking. It also highlights shared talk as a fundamental point in the 

learning process (Fisher, Wilkinson and Leat, 2002). 

-IDEAS Project (Ideas, Evidence and Argument in Sciences). Based on a research, it focuses on 

enhancing the quality of scientific argumentation in the science class (Costa et al, 2008). 

Current SIAL proposal  
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The general lines of the proposal are divided into six fields, each one setting targets and giving 

didactic tips: 

- Language learning. 

- Integrated planning of teaching proposals. 

- Multilingual and multicultural classroom management. 

- Activities which allow both content and language integration. 

- Active student’s role. 

- Integrated assessment. 

The tables below summarize the essential contents from those fields: 

FIELD: Language learning 

GOALS DIDACTICAL ORIENTATIONS 

- Fulfilling the linguistic 

needs of each area. 

- Improving the 

academic results of 

students still struggling 

with language. 

- Bringing real contexts 

for using the language. 

- Acquaint the students with the main textual genres 

associated to the subject. 

- Look out for a good scientific and linguistic quality in 

the texts. 

- Teach explicitly the subject-related academic language. 

- Share both linguistic and subject targets with the 

students. 

- Ensure the understanding of oral and written information 

and instructions. 

- Help the students to produce good quality oral and 

written texts. 

- Include texts in different languages to facilitate 

understanding and knowledge transference. 

- Suggest tasks that require a communicative product. 

- Integrate several communicative skills in each task. 

- Encourage discussion as a way to generate knowledge 

and as a strategy for peer support. 
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- Train the students in the Information Literacy 

Competence. 

 

FIELD: Integrated planning of teaching proposals 

GOALS DIDACTICAL ORIENTATIONS 

- Ensuring the 

achievement of the 

targets for all students. 

- Fitting the targets into 

each student’s needs and 

level. 

- Applying a 

competential approach. 

- Ensuring a deep 

learning for all students. 

- Set the learning goals, the assessment criteria and the 

complexity levels with the team of teachers. 

- Identify skills, abilities and interests of students in order 

to adjust challenges to their cognitive level. 

- Plan tasks to activate prior knowledge. 

- Give students scaffolding as well as enabling materials. 

- Plan interesting, meaningful and functional activities, in 

order to actively involve students. 

- Follow the competential didactical sequence. 

- Include cultural, communicative and cognitive issues, in 

addition to area contents. 

- Encourage interaction and cooperative work in tasks. 

- Plan different activities to enable all cognitive levels. 

- Train the students to apply learning strategies by their 

own. 

 

 

FIELD: Multilingual and multicultural classroom management 

GOALS DIDACTICAL ORIENTATIONS 

- Encouraging the 

creation of knowledge. 

- Taking advantage of 

- Create a safe learning environment. 

- Establish a class routine which includes participation and 

reflection. 
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mistakes for learning. 

- Bringing the group 

closer to the practices of 

the scientific 

community. 

- Add talk and discussion to classroom practices. 

- Group the students in different ways, depending on the 

activity. 

- Train the students in communicative skills related to the 

interaction. 

- Organize the classroom as a versatile and multifunctional 

space. 

- Provide the students with additional resources to 

empower them to solve problems. 

 

FIELD: Activities which allow content and language integration 

GOALS DIDACTICAL ORIENTATIONS 

- Developing the 

cognitive abilities. 

- Encouraging the 

students’ autonomy 

- Adapting activities to 

educational needs. 

- Organize activities to find students’ academic, 

communicative and cultural background. 

- Include in every lesson explicit work on academic 

language, both general and subject-related. 

- Organize activities to teach communicative abilities 

contextualized in the lesson. 

- Include assorted and high-demanding activities. 

- Provide scaffolds so that students are able to face the 

conceptual, linguistic and cognitive challenges of the tasks. 

- Frame the tasks in relevant contexts. 

- Train the students to search, process and communicate 

information from different sources, formats and media. 

 

FIELD: Active student’s role 

GOALS DIDACTICAL ORIENTATIONS 

- Helping students to - Incorporate metacognitive reflection within the work 
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manage their own 

learning. 

- Identifying and taking 

advantage of the 

strenghts of each student. 

- Providing linguistic 

and cognitive resources. 

- Taking advantage of 

the linguistic and 

cultural background of 

the group. 

routine. 

- Adjust the level of demand for each student with short-

term consecutive goals that can be confronted. 

- Strengthen self-esteem and success expectations for all 

the students. 

- Consider diversified activities that can activate different 

intelligences and interests in students. 

- Teach cognitive skills, routines and strategies gradually. 

- Encourage the students to ask good questions and 

organize activities to be answered. 

- Provide each student with help adjusted to their needs. 

- Help students to build bridges between what they already 

know and what they still have to learn. 

- Take into account the languages and cultures in the 

classroom, to make them visible and as a teaching resource. 

 

FIELD: Integrated assessment 

GOALS DIDACTICAL ORIENTATIONS 

- Integrating linguistic 

and thematic issues in 

assessment. 

- Fitting the assessment 

to the different cognitive 

and linguistic levels. 

- Involving the students 

in the assessment 

process. 

- Taking advantage of 

assessment to identify 

needs and issues for 

- Ask students to think about what and how they learned. 

- Diversify assessment according to the different levels of 

communicative competence. 

- Apply varied assessment instruments from different 

linguistic and cognitive levels of complexity. 

- Use checklists to monitor teaching performance. 

- Introduce the dialogue between teacher and student or 

among students as a way of formative assessment. 

- Agree assessment criteria with students including 

linguistic and thematic aspects. 
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improvement.  - Check that the students know the expected answer and are 

familiar with the assessment criteria to be applied, before 

starting a task. 

- Agree with the teaching staff the linguistic issues are 

going to be assessed. 

 

TEACHER TRAINING IN TILC METHODOLOGIES  

The need for professional development 

The aforementioned OECD Report (2015) shows a concern among many teachers about their 

lack of training for dealing with challenges of teaching in multicultural and multilingual classes: 

the staff from early stages (2-8 years) express that not understanding the language(s) their 

students speak is an added hardship in such ages when children are not yet familiarized with the 

languages of schooling because they hadn’t been schooled yet. At later stages (12-18) teachers 

are specialized in subjects a priori non related with language; thus they are not used to think 

about the linguistic learning demands from the subject curriculum or, in the best case, they just 

link those problems to the lack of specialized vocabulary (Beacco et al, 2015b). 

A similar concern is stated among Catalan teachers, who, in most cases, began to work without a 

proper training on linguistic issues related to their subject. Specifically, secondary teachers reach 

the profession after obtaining a university degree in the discipline they are going to teach –so, 

only language teachers are supposed to have linguistic knowledge–; a certificate of level C in 

Catalan; and the teacher training specific master, which certifies their knowledge on didactics 

and pedagogy, but not specifically on second language teaching or multiculturalism. 

Indeed, it is of crucial importance that teachers understand how language works, and become 

aware that the academic language related to their speciality should be another curricular issue to 

be taught within the area contents. That’s why, in a TILC approach, each teacher, whatever their 

subject, must become familiar with the ways and structures of academic language —both general 

and related to their discipline—. Teachers also should get acquainted with the best teaching 

strategies to make it easier for students to learn such language and its use in the construction of 

the subject knowledge. Moreover it is important to foster the coordinated effort and the 

professional development of teams of teachers, foundamental for teaching language as the 

essential cross-curricular tool (Pascual, 2006). 

To reach this awareness, the formulae recommended by the Council of Europe are the initial and 

in-service teacher training, as well as the production and the circulation among teachers of 

documents with practice-oriented teaching advice; ñthe idea is not to place an additional burden 

on teachers but, on the contrary, to facilitate their teaching workò. (Beacco et al, 2015b). 

This training is especially important for teachers working in multilingual and multicultural 

schools. Coelho, Oller and Serra (2011), referring to those teachers, point out that: 
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ñThere is no doubt that initial and continuing preparation for teachers is essential to guarantee 

the performance of immigrant pupils. We need not only to offer specific resources for language 

support in the school, but also (and essentially) to improve teacher education and professional 

development for all teachers to enable them to work with more confidence and autonomy. This 

would help to empower teachers and to revalue the social image of the teaching profession, 

countering negative attitudes that persist, in the profession and beyond, towards diversity in the 

classroomò. 

The new paradigms in teachersô professional development 

Knowledge management is a key aspect in all organizations and especially in the education 

institutions and administration. The capacity to promote the creation of professional knowledge, 

absorb knowledge –both external and created by the organization itself– determines the ability of 

an organization to adapt and respond to changes. 

Traditional training and innovation are focused on approaches that we could call 1.0 training and 

innovation, where knowledge is transmitted from the top and from outside and in a vertical way 

from the administration and academic institutions to teachers, who take the role of receptors and 

applicators of the proposals. These approaches pose three restraints: firstly, the distance between 

the proposed goals and what the undertaken actions promote as a result. Secondly, the 

inefficiency of the resources designed and programmed far from the classrooms, and thirdly, and 

most importantly, the gap between teachers and the sources of knowledge (in this case, the 

academic knowledge and the analysis of their own practice). 

At present, a global change pushed by the arrival of the web 2.0 is being undertaken: knowledge 

is now a social construction based on cooperation, symmetry, meritocracy, decentralization and 

multilateralism (Bondolfi et al, 2011, Innerarity, 2011). This change impacts on the paradigms of 

training and innovation, and makes the participation of “bottom-up” dynamics necessary, putting 

teachers in the center of the training and innovation processes. 

A new model that could be called 2.0 training and innovation is beginning to take shape and 

identifies teachers as creators of pedagogic knowledge and leaders of their professional 

development (Perrenoud, 2004, Villegas-Reimers, 2003), based in two key ideas (Domènech-

Casal, 2013, in edition): 

1) The constructionist statement that knowledge (pedagogic knowledge included) is knowledge 

when constructed by the learner (in this case, the teachers); 

2) The “obsolescence of knowledge” establishing that current innovative practices won’t be 

innovative in the future.As a conclusion, strategies to promote changes in an organization should 

be focused, basically, onempowering and training teachers to be good builders of pedagogic 

knowledge (Rodríguez-Gómez, 2011). In this sense, training and innovation proposals should 

offer tools for: 

- Connecting diverse sources of knowledge (academic, institutional) and the practice of teachers. 

- Identifying, absorbing and disseminating the knowledge created at different levels of the 

organization. 
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- Establishing positive circles between individual and collective knowledges. 

- Focusing on the transformation from the reflection on their own practice.  

- Training in innovative attitudes rather than innovative practices. 

Main guidelines of the Departament dôEnsenyament for in-service teacher-training  

With the aim of matching the instruction to the competential approach, it has been stablished a 

new model for in-service teacher training. (Departament d’Ensenyament, 2016). This model 

requires that the targets of the various training activities are set in terms of strengthening the 

professional skills of teachers. It also aims to encourage an assessment culture, which should 

allow detecting and checking the degree of improvement in teachers’and schools’ practices 

related to the training activities developed in the courses. The second and the third general 

objectives of the ongoing training plan (Pla de Formació Permanent) run in this sense: 

Objective 2. Promote and consolidate the teachers’ professional training in competential 

approach, in which the curriculum is based, and ease the dissemination and exchange of 

methodological resources which encourage the functional learning and the improvement of 

competential work in the classroom, with the involvement and the commitment of teachers. 

Objective 3. Promote and consolidate a shared assessing model for training, based on 

exploitation and the transference, with the goal of identifying and verifying the improvement in 

those teacher practices focused on increasing the academic achievement, as a consequence of 

having enrolled in training programs. 

In order to guarantee these points and specially to increase the academic achievement as a 

consequence, the training plan stablishes several assessment levels. The third one focuses on 

verifying the immediate transference to the teacher praxis, during the training period. Teachers 

enrolled in a training course must prove this transference submitting evidence from development 

and implementation. For instance, submitting to the trainer a lesson plan, elaborated with a 

competential approach, together with the assessment of the application of this lesson in the 

classroom. The fourth and fifth levels assess the delayed transference, that is, the sustenance of 

the application of methodologies learned, and their impact in terms of methodological and 

organizational improvement and of students’ results. Assessing these two levels is one of the 

functions of the inspectors of education. 

Moreover, training activities should be designed with the aim of guaranteeing the exploitation 

and the transference. With this aim, the Departament guidelines establish that: 

- The training activities should focus on improving professional targets, written in terms of 

professional competences, answering the question: What should a teacher be able to do when 

finishing this training in order to foster studentsô improvement? 

- The targets must be achievable and concrete, and each one must be accompanied by assessing 

criteria as well as assessing indicators. 
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- A part of the training process must be autonomous practice, in order to test the pedagogical 

proposals and present the most successful ones to the rest of the staff. So, when planning the 

training, time for the practice must be taken in account. 

The training lines are defined according to the training needs detected by both central services 

and territorial agents from the Departament. These lines are grouped in three axes, related to the 

areas to be improved, established in the Ofensiva de País a favor de l’èxit escolar (Countrywide 

Offensive for school success) (Departament d’Ensenyament, 2011). 

The SIAL’s proposal for TILC is present in the following lines: 

Axis 1- 1b Updating of Linguistic Immersion Program from a TILC approach 

Axis 1 - 4d Incorporation into the Catalan educational system of late-arrival 

students, both from the linguistic and the emotional point of view: 

reception classrooms and scholar path, from first welcome to the 

ordinary classroom. 

Axis 2 - 7 Support to new teachers: sheltering, coaching and looking after their 

professional development 

 

Training modalities, agents and tools for TILC proposal 

According to these official guidelines and aiming to get close to the 2.0 training philosophy, 

SIAL offers several training proposals where the TILC approach is encouraged: 

During the present schoolyear a new on-line course, specifically addressed to TILC in secondary 

classrooms, has been presented and is in the pilot stage. This course has, as a main resource, a set 

of didactical tips that will be available in a free web page (in preparation when closing this 

paper), and which will have a practical orientation, including examples of activities according to 

the didactical orientations. In order to foster shared reflection, there are specific forums for each 

field of the TILC model. To stimulate individual reflection, each participant must complete a 

learning diary as the course progresses. Both shared and individual reflections will be useful for 

participants to internalize the core ideas of the model. Their notes will be taken into account 

when the proposal to be published in the web page will be reviewed and improved. 

As a tool for giving support, interconnecting proposals and linking academic sphere with in-

service teachers, a TILC Digital Library has been created. It compiles articles published in 

specialized reviews about teaching methodologies for social studies and for sciences, available at 

https://www.diigo.com/user/ilectilc. This library is a collection of links that lead to open articles, 

catalogued by different items, depending on the communicative mode (reading, writing, 

speaking/listening), the academic subject (social studies, sciences...), the type of discourse 

(activity, methodological frame, pedagogical reflection...) or specific TILC items (assessing, 

languages, classroom dynamics...). These different items allow searching for specific issues 

related to TILC. This library has been included in several activities of the course as a resource. 
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The materials related to the course are also the basis of another on-line training course , which 

presents the TILC methodologies to the teachers who give linguistic and social support to those 

students of foreign-origin who are no longer in the reception classroom but still struggle with 

academic language. 

There’s another on-line course based on TILC: Scaffolding foreign-origin students within 

ordinary classrooms. This training, designed before having developped the SIAL proposal about 

TILC, presents the strengths of the various TILC models to the teachers working in multilingual 

and multicultural environments. It has a reference document: http://goo.gl/w5vlF9 (Dot et al, 

2012). 

TILC contents are part of other training courses organized by SIAL: specifically, the workshops 

and face-to-face training about Reading to Learn, belonging to the third year of the Pla dôImpuls 

de la Lectura ï ILEC (it can be translated as an impetus plan for reading) (Departament 

d'Ensenyament, 2013). These trainings are given for primary teachers by language advisors 

(LIC), and for secondary teachers by Sciences specialists and Social Studies specialists. During 

the sessions, planned with a particular goal of professional training, participants and trainer 

discuss didactical strategies, and activity models are analyzed and improved. Between one 

session and another, each teacher puts those enriched activities into practice in the class and 

afterwards considers if they can be incorporated into the usual classroom activities. 

One of the conferences on writing –araESCRIC–, has been dedicated to the writing in all 

subjects, and has been based on TILC didactical proposals. These lectures are given by LIC 

advisors, trained previously in a working group. 

Outside of SIAL’ training proposal, some contents about TILC have been included in the 

training for new teachers. However, due to the lack of time, only one session is devoted to it. 

According to the needs of schools and territories, there are some customized trainings, with 

different formats: peer-work, in-school training, inter-schools training or coaching. The choice 

will depend on the kind of work one wants to undertake: 

-Peer work teams, either expert groups or teacher groups, are a good choice when the aims are to 

elaborate didactic materials, create professional knowledge or share successful practices. That’s 

why they have great potential to become driving forces for pedagogical change. 

-A similar role (but in a more receptive way ) is played by on-line training and by face-to-face 

territorial training, because both put in contact teachers from the same speciality, who, in the 

case of secondary education , have few opportunities to get in touch and see teaching styles or 

dynamics from other schools, different from theirs. Therefore, these types of training also foster 

the dissemination of innovation proposals and the reflection about shared questions and 

concerns. 

-The training and the coaching within a single educational centre can give answer to its specific 

needs and can adapt to its particular traits. The role of the LIC advisor is essential in this 

modality. The LIC teams are composed of experienced teachers with and added expertise in 

several issues related to language teaching, interculturalism or social cohesion. These teams 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

21 

 

receive monographic training about some issues to be developed, and improve that knowledge in 

peers, within internal work meetings in their territories (Canal et al, 1998). LIC advisors train 

and advise teachers and coach schools in order to transfer the contents of the training to the 

whole staff. The outcomes of this coaching confirm what Sturtevant says when she recommends 

the role of advisors and literacy coaches: 

ñEven if the staff is ready for change and intend to establish a whole-school language learning 

program, they might need professional help from outside, from well-trained critical friends and 

experts. Such language (learning) advisors or literacy coaches can offer help and support based 

on the individual school´s needs and their students´ language biographies, socio-cultural imprint 

and cognitive ability levels in relation to curricular requirements and contextual factors (e.g. 

availability of resources, professional background of staff, parents´ attitudes and priorities). 

(Beacco et al, 2015b). 

The part-time trainers are teachers in service, selected according to their classroom experience 

and to their expertise in creating teaching resources and participating in work and research 

groups. They work 50% of their time training other teachers; this double role has some 

advantages, as we will see later. The team of primary-education trainers was constituted 

following a territorial criteria, while, for the secondary education trainers team, much smaller, 

the subject speciality has been taken into account; in particular, from Social Sciences and Natural 

Sciences. Each team meets twice a month, with the goal of sharing and updating training 

strategies, creating training materials, and solving organizational issues. 

Training and innovation 2.0 scenarios in SIALôs training proposal 

The training proposal has led to several scenarios connecting with the 2.0 paradigms on training 

and innovation. We describe some of these with the aim to illustrate these connections. 

Connecting diverse sources of knowledge (academic, institutional) and the practice of teachers 

Promoting TILC-related topics in working groups of teachers has led to interesting dynamics. At 

EduwikiLab Science Teachers group, the discussion and development of activities around 

specific dynamics of oral communication in the Science classroom has resulted in the publication 

of an article in a regional academic Science Didactics journal (Besson et al, 2015) from 

UniversitatAutònoma de Barcelona (UAB) that has been incorporated as a reference material in 

the TILC materials, as an example of a way to connect academic, institutional and “classroom” 

knowledges.  

In the same way, the development and application of a Digital Library has been very useful, and 

we have detected that some participants in the training activities make explicit references to 

articles from this library, connecting the knowledge path between teachers and academic 

publications. 

Identifying, absorbing and disseminating the knowledge created at different levels of the 

organization. 

To enrol active teachers that are already taking innovative approaches with their students as 

teacher-trainers has been an effective way to absorb and disseminate knowledge created in the 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

22 

 

organization, making practices and activities tested in the classroom accessible and fully aligned 

with the TILC model. These activities have arisen from real needs of the teachers in the 

classroom and can be used as examples/guides in the classroom. This has allowed the connection 

between the TILC frame with particular methodological approaches form the non-linguistic areas 

(Inquiry and IBSE, Working With Sources, Socio-Scientific Issues...) that are identified and 

legitimated from the beginning by teachers participating in the training as ways to improve the 

development of the contents of their area. 

The quality of the tasks presented by some of the participants at the training activities has 

allowed using these activities as additional examples, helping to illustrate the usefulness of the 

proposed TILC model from the practice. 

Establishing positive circles between individual and collective knowledges 

Keeping the double role as a teacher and a teacher trainer has generated interesting dynamics to 

connect knowledge sources: on the one hand, the “on the field” teaching frame allows 

identifying the technical and administrative difficulties teachers encounter when trying to apply 

the TILC model, and adjusting it to the possibilities of the participants at the training activities. 

On the other hand, the teacher-trainer role doesn’t disappear when the teacher is working in the 

classroom or the educational centre, making this teacher a mentor or transforming agent in 

his/her immediate environment. 

In the training activities, discussion on activities and strategies is promoted between participants. 

In addition, the discussion forums in digital formats, an example of this focus is Session 4th of 

the ILEC training activity, where participants are asked to bring an activity actually performed 

by them in the classroom and the activity is collectively improved by the participants using the 

TILC perspective. This dynamic is very interesting as it allows identifying difficulties or 

intervention points in the teaching practices, to propose new solutions and to generate a climate 

where the teacher-trainer is a mediator of the discussion, so coming away from the “transmissive 

model” of traditional approaches. 

The training activities always end with a decision-taking process or reaching agreements at the 

level of the educational center, implying a negotiation and identification of working lines 

adjusted to the reality and needs of each educational center. 

Focus on co-transformation from the reflection on oneôs own practice. Training in innovative 

attitudes rather than in innovative practices. 

The sentence “You don’t learn from experience, but from reflection on the experience”, 

attributed as a synthesis to the proposals of Dewey (1983), is well known in education and an 

important clue in the new paradigms on training and innovation. Learning diaries and portfolios 

are innovative tools that we have incorporated to teacher training programs on TILC. The on-line 

TILC training includes a personal learning diary on each module and so does the face-to-face 

ILEC teacher training. Both trainings include a task where participants bring along their current 

practices in the classroom and get support to transform them from the TILC perspective. 

Comments collected from the learning diaries show that a strong impact on the practices has 
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resulted, as this focus includes a step that is not usually performed in teacher training: “How do I 

identify in my own practice the improvement opportunities TILC has to offer?” 

The development of the activities, and, in particular, the learning diaries, has allowed us to 

identify teachers with high involvement and mastery of TILC approaches, so initiating the 

construction of a community of active TILC agents that can be linked to several initiatives 

(working groups, seminars, training sessions,…) distributed throughout the territory. 

CONCLUSIONS AND PERSPECTIVES 

Recent work on teacher effectiveness suggests that the teacher is the most important factor in 

student achievement, transcending factors that are traditionally thought to limit student potential 

such as poverty, language in the home, recent immigration, and so on. Studies on the 

relationships between teacher quality and student achievement show that: 

ñTeacher qualityðwhether measured by content knowledge, experience, training and 

credentials, or general intellectual skillsðis strongly related to student achievement: simply, 

skilled teachers produce better student results. Many researchers and analysts argue that the 

fact that poor and minority students are the least likely to have qualified teachers is itself a 

major contributor to the achievement gap. It follows that assigning experienced, qualified 

teachers to low-performing schools and students is likely to pay off in better performance and 

narrowing gaps.ò (Coelho et al, 2011). 

Our proposal identifies the teacher as the main active in training and innovation and, in 

consequence, we are beginning to adjust our focus to the 2.0 paradigms of training and 

innovation. As a conclusion, we would like to point out several aspects that should be taken in 

consideration. 

 

 

Strengths and Opportunities 

-The most popular educative innovation lines (Project-Based Learning, Inquiry, WebQuest,...) 

connect well with the TILC proposals and constitute an opportunity to create educational 

innovation synergies. 

-The national and international external assessment tests (Basic Competences, PISA...) for the 

assessment of particular areas (scientific competence, mathematic competence...) have a strong 

linguistic component, so supporting its development also in the classrooms. 

Weaknesses and Threats 

-The self-perception of secondary education teachers as transmitters of knowledge is a difficulty 

for pedagogic approaches centered in students (as TILC). Some teachers from non-linguistic 

areas with a negative perception of pedagogy and didactics can be reluctant to reflect on their 

own practice on linguistic axes. 
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-The traditional separation and specialization in disciplines in secondary education constitutes an 

additional difficulty for TILC approaches, as it implies complex efforts of coordination between 

teachers and pedagogic departments in schools, in comparison to primary education. 

-The economic crisis has stopped some activities and resources, generating among teachers a 

reluctance to participate in teacher training or educative innovation programs. 

Future lines of action 

-The proposed initiatives are mainly centered in writing and reading in non-linguistic disciplines. 

Including oral communication and its specific disciplinary linguistic genres is a field to be 

developed. 

-Identifying highly motivated teachers competent in the TILC approaches and promoting the 

development of collaboration networks could improve the impact of the TILC perspective. 

Specific seminars or meetings could act as a seed for teacher working groups. 

-The content-language integration has also its counterpart in language-integrated learning. This 

implies the possibility to work with several languages in non-linguistic areas, known as 

translanguaging. 

-Project-Based Learning is an innovation line recognized by teachers as a promising 

methodology in their own areas and usually implies inter-disciplinary work. Finding ways to 

propose TILC as a tool for these approaches (as a solution to a pre-existent need, not as a new 

need) could help to spread the TILC perspective. 

-The different non-linguistic areas (Science, Maths, Social Sciences…) usually propose teacher 

trainings of discipline-related specific didactics. Offering and including in these training courses 

TILC capsules explicitly linked to the area innovation lines constitutes a promising working line. 

-Establishing a more active presence in social networks can help to connect with innovative and 

active teachers and could help to promote the creation of practice communities on TILC 

approaches. 
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 Abstract: 

  
This communication presents the main lines and teacher training actions that the Servei 

d’Immersió i Acolliment Lingüístics - SIAL (Linguistic Immersion and Integration Service) 

provides to teachers in charge of foreign-origin students.  

 

This training proposal is part of the actions that, due to the demographic changes occurred during 

the last decade of the last present century, were implemented in order to accommodate the 

migrant population into our classrooms. During the 2000-2001 school year, foreign-origin 

students accounted for 2% of the total and increased to 13% in 2013-2014.    

The arrival of foreign-origin students in the classrooms brought about the need to design new 

teacher training proposals, especially those related to new language acquisition in compulsory 

education, as well as access to the contents of the different curricular areas in a second language.  

The SIAL teacher training proposal for foreign-origin students is linked, on the one hand, to the 

resource of the “aula d’acollida” (insertion classroom) which, from the 2004-2005 school year 

was the most prominent action in this area. Furthermore, since 2015-2016, linguistic support is 

offered to students once they are fully integrated in their ordinary class, as an additional support 

for those who still do not master the vehicular language well enough.   

From this perspective, SIAL training lines for foreign-origin students’ integration were:  

- Breakthrough training for insertion classroom teachers in charge of social and linguistic 

support.   

- On-line courses which allow teachers to monitor foreign-origin students’ evolution since their 

arrival.   

- Early integration, linguistic and cultural diversity.  

- Catalan as a foreign language.  

- Teaching strategies for linguistic and curricular support in the ordinary classroom.  

- Conferences to launch new methodological proposals and share experiences and orientations.  

- Internal working groups.  

- Seminars and local training.  

- School training and coaching driven by LIC (Language and Social Cohesion).  

- LIC training and coaching to working groups.  

- Guidance materials.  
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The second part of the communication will be devoted to present a specific experience in one of 

the previous training modalities, driven by the insertion classroom of Girona’s secondary 

education working group since 2009-2010 and coordinated by the LIC advisor of the zone. It is a 

meeting point for peer learning and training and for sharing teaching experiences as well as 

classroom management resources. Every school year, the group designs a working plan and faces 

new challenges for professional improvement.  

Peer-working allows:  

- Comparing the activities driven in the insertion classroom with the theoretical policies related 

to second language acquisition teaching practices.  

- Designing curricular proposals linked to theoretical policies, promoting a strong relationship 

between teaching practice and pedagogical reflection.  

At the same time, the working group has become an activity-generator which facilitates and 

encourages the participation of foreign-origin students in their cities.   
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TEACHER TRAINING PROPOSAL FOR INTEGRATING FOREIGN STUDENTS  

Presentation  

 

In this paper, we discuss the main lines and the training actions aimed at teachers and other 

professionals in charge of foreign-origin students carried out by the Servei d’Immersió i 

Acolliment Lingüístics SIAL (Linguistic Immersion and Integration Service) at the Department 

of Education of the Government of Catalonia.  

First, we briefly present the actions of the Department of Education concerning the attention to 

foreign-origin students, which are the framework of the training proposals explained hereafter. 

The first part of the paper describes the institutional proposal, specifying its objectives, contents 

and modalities. Then, a concrete experience of these training modalities is explained: the 

working group of insertion classroom teachers of secondary education in Girona.   

 

Context  

 

As a result of the demographic changes occurred in the first decade of this century, actions were 

needed to respond to the new linguistic and cultural diversity emerging in our classrooms. 

During the school year 2000-2001, foreign-origin students represented 2% out of the total 

number of students. From then onwards, there was a progressive increase of these students 

reaching 12.5% in the school year 2014-2015.  

 

 
 Figure1. Source: Department of Education.  

To deal with these changes, measures were implemented right from the beginning. As early as 

2003, the Department of Education drew up the Action Plan for Immigrant Pupils 2003-2006 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

31 

 

(PAANE), whose objective was “the social and school integration of all students, regardless of 

their language, culture, social status or origin”. Coinciding with the increase of foreign-origin 

students, in the 2004-2005 school year, the Language and Social Cohesion Plan was initiated to 

promote and consolidate social cohesion, intercultural education and the Catalan language, thus 

replacing the PAANE.  

Nowadays, SIAL’s actions aimed at secondary education with multilingual classrooms continue 

to promote the learning of the language of instruction linked to the recognition of linguistic and 

cultural diversity as a means to achieve the academic, personal and social success of all students.  

As for foreign-origin students, it is organized around the following lines:  

- Promote actions that revolve around the consolidation of Catalan as the main stay of a 

multilingual project, foster intercultural education and favour the academic success of all 

students.  

- Coordinate resources dealing with the attention to foreign-origin students, specially insertion 

classrooms and linguistic and social support to access the curriculum.  

- Coordinate local teams’ actions related to the attention to foreign-origin students, working 

together to identify needs and to achieve quality education.  

- Draw up proposals, criteria and guidelines to ensure academic success, integration and a good 

educational attention of foreign-origin students, in terms of both content learning and emotional 

aspects, working towards school and social integration.  

- Promote the creation, selection and dissemination of teaching resources and materials, and 

provide guidelines on how to use them in schools.  

- Promote proposals for the continued training of teaching staff, management teams and support 

professionals of multilingual centers regarding the reception process, language teaching and 

use, and support strategies to access the contents of the curriculum.   

- Put forward and assess organizational and teaching strategies for language projects and their 

implementation in a multilingual context.  

- Put forward and assess organizational and teaching strategies for developing and implementing 

school insertion and integration plans.  

- Promote innovative educational practices.  

- Carry out studies and research into how the Catalan language is learnt.  

- Put together detailed reports to focus on action and to prioritize staffing, resources and 

financing.  
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Attention to foreign-origin students  

Attention to foreign-origin students cannot be limited to the early days of their arrival in our 

education centres, but it has a much longer way to go. In fact, a route can be drawn, in which the 

reception is only an initial –and fundamental– stage, that should be continued if we want to 

ensure real equal opportunities. This route, after initial reception, continues with insertion 

classrooms. Once the students acquire conversational competence, linguistic support is offered in 

their ordinary class in order to help them develop academic language and to make it easier for 

them to access the content of subject areas.  

  

  

Figure 2. Scholar itinerary for foreign-origin students in the Catalan educational system. 

Source: Department of Education.  

Initial reception  

The main tool to plan the reception process of foreign-origin students is the so-called Reception 

Plan. This plan defines the process to follow in order to implement it and the organizational 

structure that will allow approaching the reception as a gradual and sequenced process, which is 

not limited to the first stage of the student’s schooling in Catalonia.  

It is important to remark that from this first moment, the reception, as well as the attention to 

foreign-origin students, is presented as a responsibility of all teaching staff and not only the 

insertion classroom teachers or other professionals dealing specifically with them.  

 Insertion classroom  
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Insertion classrooms are, since the school year 2004-2005, a resource specially designed to pay 

attention to foreign-origin students from the moment they join the Catalan education system 

(OECD, 2015). These classrooms are found in the centers where there is a significant number of 

this type of students.  

  

Figure 3. Source: Department of Education.  

*It includes the centres which have teaching staff for insertion classrooms (412), for linguistic and social support 

(156) or for both (125).  

The main function of insertion classrooms is to provide students with the initial communicative 

competence, needed to mix with others at school and, afterwards, to acquire academic language. 

In particular, the established objectives for insertion classrooms are the following:  

- Provide personalized and quality attention.  

- Pay attention to emotional aspects which are part of reception processes and integration into a 

new society.  

- Initiate intensive learning of the Catalan language, provide a basic communicative competence 

and assist students to move from conversational competence to academic competence in order 

to make access to the ordinary curriculum easier.  

The insertion classroom, as a resource to deal with specific needs of particular students, is an 

open classroom. It promotes language learning and reception in the context of an inclusive 

school, and it adapts to learning and insertion needs taking account of the specific characteristics 

of the students in each centre. It is a further element of the centre’s educational initiatives and 
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should therefore be part of the pedagogical reflection processes. From the 2004-2005 school year 

until 2015-2016, around 160,000 students attended the integration classrooms.  

Concerning the organization of these classrooms, the Department of Education recommends that 

no more than twelve foreign-origin students attend them and that they only remain there during 

approximately 50% of school hours. Under no circumstances should students spend every class 

hour in the integration classroom. In this regard, it has to be said that one of the fundamental 

principles of attention to foreign-origin students is that they spend hours in both integration and 

ordinary classrooms since the day they join our schools. The latter is, at the end, their reference 

classroom.   

Ordinary classroom: linguistic and social support for foreign-origin students  

As mentioned above, the integration classroom aims to provide foreign-origin students with a 

basic level of linguistic competences that allow them to interact in the social and school context. 

In order to follow the curriculum in the ordinary classroom, foreign origin students need, in 

addition to communicative language, specific academic language of the subject areas. According 

to the CEFR (Council of Europe, 2001), it is considered that foreign-origin students acquire an 

A2 level in the integration classroom and they need specific support to achieve the curriculum, 

until their level is higher than B1:   

 
  

Linguistic and social support in the ordinary class seeks to achieve all students’ academic 

success. Both external assessment of the Department of Education and international studies 

demonstrate that foreign-origin students obtain lower results. Even if this cannot be attributed 

solely to the linguistic competence in the language of instruction –the social, economic and 

cultural status of students should be also taken into account, as well as their previous schooling–, 

this is definitely an important factor. In this way, for example, the assessment of the basic 

competences of 4th year students at secondary education in 2013 also shows that students with a 

migrant background obtain lower results than their local classmates (fig. 5). Moreover, it states 

that students who arrived in Catalonia earlier score higher marks, although they still do not 

achieve the same results as local students.  

 

  

  

  

  

  

Figure 4.   Source: Department of Education.   
+           LINGUISTIC AND SOCIAL SUPPORT           ī   
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   Local students  Foreign-origin students  

   N  Mean score  N  Mean score  

Catalan 

language  

 2103  79.2  449  67.2  

Spanish 

language  

 2103  77.5  449  69.6  

Mathematics   2103  71.9  449  57.8  

Figure 5. Results of the assessment of the 4th year of secondary education (2013) according to 

studentsô territorial origin. Source: Department of Education.  

To fulfil this need, since the 2014-2015 school year, actions related to the organization of 

linguistic and social support have been implemented in addition to integration classrooms, which 

continue to be a priority. This support is aimed at foreignorigin students who are fully integrated 

in their ordinary class but need specific support to keep up with the school curriculum. These 

actions include training, guidance and advice and, in some cases, extra teaching staff (see figure 

2).  

New challenges, new training needs  

In Catalonia, there are already training experiences for students whose home language is not the 

instruction language such as, the training programmes for linguistic immersion’s application. 

However, a significant number of foreign-origin students have joined our schools within a 

relatively short period of time. This has posed new challenges for teachers, who in many cases 

have not been given a specific training to meet them, specially:  

- Receive foreign-origin students arriving at school at different moments of the school year and 

whose age and previous schooling is totally different.  

- Provide foreign-origin students with a basic communicative competence in the most intensive 

way possible.  

- Adapt curricular content to foreign-origin students’ needs.   

- Offer customized training to give attention to foreign-origin students according to their 

linguistic competence in the language of instruction.  

- Provide emotional and relational support needed by foreign-origin students, as well as 

strengthen their sense of belonging at school.   

- Include linguistic and cultural diversity in curricular activities and make them part of the 

education process.  

- Encourage foreign families to take part in school activities.  



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

36 

 

- Collaborate in the creation of inclusive schools that incorporate intercultural education for all 

students.  

In fact, the lack of training to deal with this new situation does not just affect Catalan teachers. 

According to the OECD review Immigrant Students at School: Easing the journey towards 

integration (2015), there is a general perception among teachers in most countries that they are 

not sufficiently trained, especially when they have experienced a rapid increase in the percentage 

of foreign-origin students, as in our case (Coelho et al, 2011).   

Therefore, training actions for teachers in charge of foreign-origin students have tried to provide 

the following teacher skills:  

- Train insertion classroom teachers or professionals in charge of providing social and linguistic 

support to foreign-origin students that are fully integrated in their ordinary class.  

- Provide all multilingual centre teachers with knowledge and methodological strategies about 

language acquisition in school contexts, according to CEFR guidelines, the didactics of foreign 

languages, immersion methodologies and Content and Language Integrated Learning -in 

Catalan, Tractament Integrat de Llengua i Continguts (TILC)- in non-linguistic subjects.  

- Provide elements for reflection on methodologies, personalization of learning and forms of 

organization that allow supporting foreign-origin students within a framework of an inclusive 

school.   

- Provide teachers working in multilingual and multicultural schools with knowledge and 

strategies that allow them to put into practice activities to facilitate personal, school and social 

insertion of all students.  

It has been considered that the contents that should be included in the support given to the 

training of teachers working in multilingual schools, to allow them to develop the professional 

skills needed in this context, are the following:   

- The insertion process in multilingual contexts.  

- Linguistic and cultural diversity: comprehension of society, language and cultures.  

- Communicative approach to teaching Catalan as an L2.  

- Acquisition and learning of languages in multilingual contexts.  

- The CEFR as an assessment and monitoring tool for the acquisition of linguistic and 

communicative skills.  

- To go from communicative language to academic language.   
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- Methodologies and didactic planning for the inclusion of all students.   

- Linguistic dimension of all subjects in multilingual classrooms (TILC approach, sheltered 

instruction, linguistic skills in all subjects).  

- Strategies and resources to adapt curricula.  

- TILC approach.  

- Strategies for self-learning and metacognitive reflection.  

Proposal for training   

SIAL’s proposal for training in connection with foreign-origin students is in keeping with the 

Department of Education’s training lines (Departament d’Ensenyament, 2016), more specifically 

with Axis 1 “Support to educational projects of schools to improve educational processes and 

results”. This Axis promotes the curriculum competence development and the strengthening of 

key learning. Moreover, the Department, according to the kind of organization, the Department 

structures the institutional training as follows:  

¶ Centralized training offer, organized directly by the units of the Department of 

Education’s central services.  

¶ Local training offer, managed between the Department of Education’s central services 
and the local services.  

¶ Decentralized training offer, organized by the local services in the context of the training 

programmes of the area.  

 

Moreover, other training modalities exist, in particular conferences and exchanges of 

experiences, organized by SIAL and other institutions, specially teacher training faculties or 

institutes of educational sciences. In accordance with the principle that, from the first day, 

attention to foreign-origin students is a responsibility of all teaching staff, training in this area is 

open to teachers of all educational stages and all subjects, both linguistic and non-linguistic.   

Centralized training offer  

There is an online training itinerary  addressed to working teachers that corresponds to the 

scholar route of foreign-origin students which has been presented in the introduction of this 

article. It consists of three basic courses on offer since the 2010-2011 school year (A) and other 

complementary courses (B).  

A. Basic courses:  
- Initial welcome in multilingual and multicultural contexts  

- Didactics of Catalan as a second language for foreign-origin students  

- Scaffolding for foreign-origin students in ordinary classrooms  
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B. Complementary courses:  
- Dealing with linguistic diversity within an educational centre  

- From me to us: strategies for emotional integration of foreign-origin students  

- Worldwide literatures  

- Language competence as the basis for all learning  

- Content and Language Integrated Learning (CLIL) for Catalan  

- Sheltered instruction in History and Geography  

- Sheltered instruction in Sciences  

- Scaffolding for foreign-origin students in ordinary classroom applying CLIL (at pilot stage 

during the 2015-2016 school year)  

- CLIL in all subjects in secondary education (at pilot stage during the 2015-2016 school year).  

 

In these courses, we usually have more requests than vacancies; it proves the success of this 

training.   

The next table shows the number of teachers who asked for a place in one of these courses from 

2010-11 to 2014-15 (the current figures are not available yet). Bearing in mind that most 

teachers who have enrolled in some of these courses have succeeded  at finishing  them, we can 

infer that the difference between the first and the second column is mainly the difference 

between teachers who were given a place and those who did not (we can train about 30 teachers 

in each round). Moreover, most of them considered that their training was going to be useful for 

their work.  

 

2010-2011  to 2014-2015  APPLICATIONS   CERTIFICATIONS   

Main offer  959  257  

Complementary offer  1493  837  

Source: SIAL (2016).  

In addition to online courses, this centralized training offer includes internal working groups. 

In order to develop proposals that respond to the needs of the territories on the SIAL’s courses of 

action, these working groups have been constituted with the participation of LIC advisors and, 

occasionally, of teachers working in schools. In this way, during the 2015-2016 school year, a 

working group has been formed to collaborate on the production of resources and guidance for 

the implementation of Linguistic and  

Social Support in the educational centres and on the LIC’s advising strategies. This working 

group is expected to have continuity during the 2016-2017 school year and counts on the 

participation of Dra Elizabeth Coelho as an expert.  

Conferences to promote new methodological proposals and to share experiences and 

orientations organized by SIAL can also be included in this section. This is the case, for 

example, of the conference that took place in June 2015 on the occasion of the 10th anniversary 

of the creation of insertion classrooms, which brought together more than 300 participants.  
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Equally, the online collaborative project Voltem pel món (Let’s travel round the world), to learn 

Catalan through technology, should be highlighted. This project, which began during the 2006-

2007 school year, is organized in collaboration with the Area of Technologies for Learning and 

Knowledge and corresponds to an action-oriented training model in which students are also 

participants. Almost 6000 students from insertion classrooms in more than 600 schools have 

participated in the project since it began.  

Local training offer  

Regarding local training offer, seminars and face-to-face or blended-learning working groups are 

organized, classified into different area training plans:   

- The reception of foreign-origin students  

- From the reception classroom to the friendly-welcoming educational centre  

- The coordination of insertion classroom teachers.   

 

Likewise, initial training for insertion classroom teachers who had never played this role before 

should be included in this section, as well as the one for linguistic and social support teachers 

(since the 2015-2016 school year). These training actions have been carried out since the 2005-

2006 school year, depending on the specific needs of each territory.    

Decentralized training offer  

The second part of this article presents the example of the working group of insertion classroom 

teachers of secondary education in Girona, which is an example of decentralized training.  

Collaboration with other entities  

Contributions are constantly made by different agencies and professional groups on the 

implications of new immigration in the shaping of today’s society and on education as an 

essential element for social cohesion and equal opportunities. Taking them into account, 

conferences and seminars are organized together with these agencies to take advantage of 

synergies. In this regard, SIAL has taken part in the organization of the following meetings:  

- The third and the fourth international symposiums on teaching Catalan held in Vic (2002 

and 2014).  

- IV Conference on Language and Immigration (2016), in collaboration with the Faculty of  

 Arts of the University of Girona.  

- Several Espurn@ Conferences on digital resources for the insertion classrooms (since the  

2008-2009 school year), in collaboration with the ICE of the Autonomous University of 

Barcelona (UAB).   

- Conferences on Exchange of Pedagogical Experiences between Catalan-speaking  

territories, organized together with agencies and education administrations of other 

territories.  
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Language, Intercultural affairs and Social Cohesion teams (LIC)  

In the 2004-2005 school year, Language, Intercultural affairs and social Cohesion advice and 

support teams (LIC) were created. Their responsibilities include providing support to teaching 

staff for dealing with linguistic and cultural diversity and students at risk of exclusion. They are 

part of the local services, together with Resource Centres for Teachers (CRP) and the 

Psychopedagogical Advisory Teams (EAPS) (Department of Education, 2004).  

The core of the LIC advice and support teams´ work is to provide advice on how to organize and 

monitor insertion classrooms and to provide e guidelines to schools with a significant number of 

foreign-origin students, who need specific support to follow the school curriculum. Moreover, as 

will be explained below through the description of the experience of the working group of 

insertion classroom teachers in Girona, LIC teams play a major role in promoting training 

actions. They participate in ongoing teacher training to address the specific needs of the teachers 

in a given area, from an action oriented approach in both the educational centres and their 

environment via online networking.   

Several training days for LIC advisors are organized every year by SIAL in order to share the 

Service’s courses of action and to bring them up to date, as well as to promote new actions. 

Likewise, both these training actions and the working groups in which advisors participate are 

aimed at gathering their contributions and concerns from their direct knowledge of the reality of 

their day-to-day in their educational centres.   

Insertion classroom of Gironaôs secondary education teachers working group  

As it is defined in the orientations of the Education Department, a working group is a modality of 

training especially thought for teachers with teaching experience with the aim of improving 

educational practices thanks to methodological changes that can improve the students’ learning 

process. This training proposal is oriented towards action and classroom practice transformation, 

but also towards school practice transformation and the relationship between the school and its 

environment. It is recommended that the working groups carry out their work for at least two 

years.  

In the 2010-2011 school year, taking these premises into consideration and in the framework of 

the Education Department’s Zone Training Plan, the working group we are talking about was 

born. Currently it is composed of teachers from seven secondary schools in Girona: INS Carles 

Rahola i Llorens, INS Jaume Vicens i Vives, INS Montilivi, INS Narcís Xifra i Masmitjà, INS 

Santa Eugènia, INS Santiago Sobrequés i Vidal and FEDAC Sant Narcís. In the early years, two 

other schools, La Salle and Belllloc del Pla, were also in the project, but now they have no 

insertion classroom.  

The working group, coordinated by a LIC advisor of the area, meets monthly to talk about 

common issues, mainly those referred to language, social inclusion and social cohesion, to 

improve the skills of insertion classroom teachers. But at the same time the group designs actions 
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so that students have a civic participation and also knowledge of the city. These activities lead to 

the development of teaching materials.  

The group was born when the insertion classrooms were already consolidated in their schools. At 

that time, the teachers of these educational centres, who had previously received the 

breakthrough training of the Education Department, were working in the schools putting their 

knowledge into practice. It was then that the need of having a meeting point for peer-learning 

arose, somewhere to train and share teaching experiences as well as classroom management 

resources. Although those meetings started in a non-formal manner, they proved so positive that 

finally the working group was formally constituted.  

One of the strengths of the group is the collective reflection in a peer-learning context that can be 

considered a real network. It is an educational action that involves agents with different 

professional profiles but who share the same aims, based on coresponsibility, interdependence 

and a deep knowledge of foreign-origin students’ needs. First of all, we talk of co-responsibility 

because in the working group, though there is a LIC advisor; no-one is a leader and each 

individual has a great deal of knowledge to share on aspects as varied as linguistic, 

psychological, pedagogic, artistic or social ones. Secondly, we mentioned interdependence 

because it is necessary to know all the intervention areas so that networking becomes efficient: 

the academic and curriculum field, the personal level and the social sphere. And, finally, it is 

necessary to bear in mind the importance of knowing the territory at an urban and human level 

so that trusting relationships can be established.  

The working group as a training space and an arena to disseminate innovative experiences.  

As mentioned before, the working group is a space for exchange. Teachers present their 

classroom experiences, which can give new ideas to improve educational practice. At the same 

time, it is a forum to discuss aspects of classroom organization such as the course programme or 

the individual educational plans for foreign-origin students. All these documents are available to 

the members of the working group in Moodle.   

Furthermore, teachers frequently express their concern about some issues that go beyond the 

knowledge that the members of the group have. In these cases, external professionals are hired to 

help them extend their knowledge on specific monographic subjects. In the last few years, they 

have gained knowledge about migratory grief  

(thanks to the psychiatrist from CSMIJ Dori Espeso, a doctor who is a specialist in the Ulysses 

syndrome); learning a second language in a multilingual context (thanks to Dr. Ignasi Vila, 

professor of Evolutionary Psychology and Education at University of  

Girona), or interlinguistic transfer (thanks to Dra Lluïsa Gracia, Professor of General Linguistics 

at the University of Girona and director of the Language Advice Office for Immigration at the 

same university).   

In addition, the working group has developed presentations and papers for congresses and 

symposia such as the Symposium about Language, Education and Immigration held in Girona in 
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November 2014. In such cases, there is always a collective preparation of contents, although the 

presentation is usually delivered by one of the members of the group.  

Likewise, some articles about didactics and about classroom teaching experiences written by the 

teachers of the working group have been published, for example in Perspectiva Escolar, a 

publication about education:  

- “El jardí de les paraules. Coneixent Espriu: una experiència de les aules d’acollida de 
secundària de Girona”, Perspectiva Escolar, núm. 372, novembre-desembre 2013 (“The word's 

garden. Meeting Espriu: an experience of insertion classrooms of Girona secondary education”)  

- “Deu anys de les aules d’acollida”, Perspectiva Escolar, núm. 386, març-abril 2016  

(“Ten years of insertion classrooms”)  

 

The working group, therefore, is particularly keen on self-training and at the same time wants to 

share its findings with all those who in one way or another work with foreign origin students.  

The working group as a promoter of joint activities  

It needs to be borne in mind that the framework for the attention of foreign-origin students is 

based on language, interculturality and social cohesion. In this regard, the working group 

promotes activities with language learning as a backbone, but that always go further because 

they reinforce emotional aspects and integration at school and in society. Furthermore, these 

actions make the collective of foreign-origin students visible and they facilitate the participation 

of these schoolchildren in the city.  

In particular, every year the working group organizes the following activities, which in some 

cases involve the production of specific teaching materials:  

- ñCiutadans de Girona, ciutadans del m·nò (“Citizens of Girona, citizens of the world”): The 

mayor of Girona or the city councillor of Education welcomes the foreignorigin students, who 

participate actively talking about their insertion classroom to the others.   

After that, an activity of knowledge of the city is undertaken, such as a gymkhana to visit some 

places the students must know, or they go for a walk to the most emblematic places of the Old 

Quarter while some legends are explained. “Citizens of Girona, citizens of the world” is a highly-

appreciated activity in the early months of the school year, which makes the foreign-origin 

students visible to the most important institution of the city.  

Before the meeting, the contents are anticipated through special materials that the working group 

prepared to explain what the city council is and to introduce the students to the basic services of 

the city.  

- “Girona, temps de flors” (“Girona, flower time”): First of all we must explain that  
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“Girona, flower time”, an exhibition of flowers, monuments, patios and gardens, is a very 

important event in Girona (http://www.gironatempsdeflors.net/cat/inici.php). Through the 

working group, the foreign-origin students of the insertion classrooms prepare a floral project 

around a thematic focus such as the tribute to a writer (for instance Salvador Espriu, Mercè 

Rodoreda o Ramon Llull) or a literary work (for example The Little Prince). Apart from the 

linguistic work and the artistic creation, there is a considerable part of reflection about the 

students’ migration process.  

In order to carry out these projects, some working dossiers have been elaborated, like  

Meeting Salvador Espriu (to commemorate Espriu’s Year, with a work about the figure of this 

Catalan writer and also about three of his poems), the adaptation of The Little Prince (an easy-

reading version of the book written by one of the members of the group, so that the foreign-

origin students could read it in class) and Meeting Ramon Llull (within the frame of the 

commemorative Llull Year).  

The working group, moreover, organizes a Summer Language Workshop with the collaboration 

of Girona City Council. It is a workshop for students who have arrived in the last months of the 

school year (after March) or who haven’t joined the school yet. Its aim is doing intensive 

linguistic work during the summer holidays together with leisure activities and some actions to 

get to know the city, so that the students can start or continue the learning of Catalan before the 

new school year begins.  

We cannot deny that all these actions have given an important visibility to the working group, to 

the extent that some external organizations have proposed several activities. It is the case, for 

example, of Òmnium Cultural (https://www.omnium.cat/), who during the present school year 

suggested preparing jointly the activity “Arrelarreu contes” (it can be translated as “Tales to put 

down roots everywhere”: the foreign-origin students of the insertion classroom prepared the 

performance of tales in Catalan with the aid of volunteers of Òmnium Cultural and of the school 

of theatre “El Galliner”. Afterwards they went to the public libraries of the city to tell their 

stories during “Story time”, and also to some primary schools. Once more, apart from an 

intensive linguistic work, the activity made it possible for the insertion classroom to be present 

outside schools.   

All these activities (and others that are specific of each school) are publicised via the working 

group blog: http://blocs.xtec.cat/acollidagirona.  

It must therefore be concluded that the working group modality in this case has been absolutely 

appropriate to create a stable network of teachers with a strong involvement and enthusiasm who 

are looking forward to share experiences, working methodologies and common concerns.  

Conclusions  

 

The above-mentioned training modalities (online courses, face-to-face learning, conferences and 

internal working groups) respond to different needs and, at a time of economic constraints, seek 

to optimize resources (Xtec, 2016).  

http://www.gironatempsdeflors.net/cat/inici.php
http://www.gironatempsdeflors.net/cat/inici.php
https://www.omnium.cat/
http://blocs.xtec.cat/acollidagirona
http://blocs.xtec.cat/acollidagirona
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Training actions aimed at teaching staff, both online and face-to-face, serve as a means to 

promote thematic and methodological updating of teachers, making sure that an important part of 

this training includes exchanging experiences and a shared construction of knowledge, so that 

they can adapt to the participants’ needs and concerns and not be limited to the transmission of 

knowledge.  

Internal working groups counting on the participation of experts have proved to be an 

exceptional resource to provide resources and intervention strategies to implement new courses 

of action. This training modality allows reflection among peers as well as the participation of 

university experts. In this way, there is a synergy between different groups involved in education 

innovation (teaching staff, specialists from the Department of Education, advisors and 

researchers).  

As for the LIC teams, their task is mainly to provide training and advice. This model   is one of 

the most effective ways to introduce changes in education practices, according to the Council of 

Europe. Direct advice to the educational institution provides them with knowledge, improves 

teaching staff’s competences and makes it easier to implement learning strategies (Beacco et al, 

2015).   

With this approach in mind, LIC advisors are a key element in implementing measures and 

supports promoted by the Department to guarantee equity and quality of education, as in the case 

of insertion classrooms and linguistic and social support.   

A key point in any policy on ongoing training of teaching staff is to verify to what extent these 

actions are bringing significant changes into the classrooms and educational centres, as well as 

verifying the degree of consolidation of these changes.  There is an initial assessment, which is 

carried out through the activities or exchanges in the online courses or face-to-face training 

actions. This first assessment tends to be positive. In order to pass the course, participants have 

to complete practical activities to prove that they are capable of applying the contents and 

guidelines they have worked with during the course. It is harder to obtain evidence of the 

introduction of real changes after the training, or of their systematic implementation: the success 

of an educational centre cannot be measured using simple parameters and, in any case, it depends 

on a multiplicity of factors, teacher training being only one of them.  
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ABSTRACT 

Emotional education is an educational innovation that aims to respond to social needs which are 

not directed to the ordinary academic areas, such as prevention of anxiety, stress, depression, 

violence, etc. Emotional education is understood as an educational process that aims at the 

development of emotional competences. A model of emotional competences is presented 

structured into five blocks. From this framework, the origins and development of emotional 

education from the contributions of GROP are developed, including research, diffusion, training, 

publications, presence in the mass media, etc. All this allows to talk about emotional education 

as a movement of educational innovation with an increasingly visibility in Catalonia. 
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EMOTIONAL EDUCATION IN CATALONIA: THE PRESENCE OF 

GROP 

Justification and need for emotional education 

Emotional education is a response to social needs that are not sufficiently directed to ordinary 

academic areas. These needs are the prevalence of anxiety, stress, depression, suicide, bullying, 

drug abuse, risk behavior, conflict, violence, etc. All this has a very strong emotional charge. Are 

the ordinary academic subjects (math, science, language, etc.) a factor of prevention? Some 

people think that probably are rather a predisposing factor. There is evidence that the main cause 

of absenteeism are psychosocial in nature, related to emotional states. This is particularly true in 

the educational world. Substance abuse, low frustration tolerance, inability to regulate anger in 

conflict situations, violence, child abuse, bullying, etc., are examples of emotional 

analphabetism. In all these cases, the importance of emotions and its regulation is very 

important. Acquire emotional competencies favors social and interpersonal relationships 

facilitates positive conflict resolution, promotes physical and mental health, and also helps to 

improve academic performance. 

In other words, many social and personal problems are an expression of emotional illiteracy. The 

development of emotional competencies through emotional education can represent a significant 

improvement that positively affects many aspects of life, education, coexistence and wellbeing. 

What do we mean by emotional education? 

We understand the emotional education as an ongoing educational process, continuous all along 

the life, and which aims to promote the development of emotional competences as an essential 

element of human development, in order to increase personal and social wellbeing (Bisquerra, 

2000, 2009). 

Emotional education as ongoing process, must be present from birth, during upper nursery, 

primary and secondary school, and throughout adult life. Emotional education takes on a life-

span approach, which continues throughout life. Emotional education aims to optimize human 

development; that is the integral development of the person (physical, intellectual, moral, social, 

emotional, etc.). 

It is in the family, from the first moments of life, when the emotional education should start. To 

make it possible, training is needed, both for families and teachers. Training in emotional skills 

of teachers and families is the first step in its implementation. 

Emotional education is a form of non-specific primary prevention. We understand it as the 

acquisition of skills that can be applied to a variety of situations, such as drug prevention, 

prevention of stress, anxiety, depression, violence, etc. Unspecific primary prevention aims to 

minimize the vulnerability of the person to certain disorders (stress, depression, impulsivity, 

aggression, etc.) or to prevent its occurrence. It requires the development of emotional 

competencies. When there is not still dysfunction, primary prevention tends to be the same as 

education, to maximize constructive tendencies and minimize the destructive ones. 
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Below (then), we present some of the emotional education goals: acquire a better understanding 

of the own emotions; identify the emotions of others; name the emotions correctly; develop the 

ability to regulate the own emotions; raising the ability to tolerate frustrations; prevent the 

harmful effects of negative emotions; develop the ability to generate positive emotions; develop 

the ability to motivate themselves; adopt a positive attitude towards in life, improve self-esteem, 

etc. 

Emotional education needs a practical methodology: dynamic groups, self-reflection, dialogic 

reason, games, introspection, relaxation, meditation, mindfulness, focusing group, etc.). The aim 

is to promote the development of emotional competences. With the information (knowledge) is 

not enough; people must know how to do, how to be, and how to live with emotional wellbeing. 

The applications of emotional education can be taken in many life situations: effective and 

affective communication, conflict resolution, decision making, specific prevention (drug use, 

AIDS, violence, anorexia, suicide attempts), construction emotional well-being, self-esteem, 

flow, etc. 

What are emotional competencies? 

There are various models of emotional competencies. We present the model of GROP (Grup de 

Recerca en Orientació Psicopedagògica), that’s to say Research Group on Psychoeducational 

Counseling of the University of Barcelona (Bisquerra and Perez, 2007; Bisquerra, 2009). 

According to this model, there are five major emotional competences: emotional awareness, 

emotional regulation, emotional autonomy, social skills and life skills for wellbeing. 

Emotional awareness is known as the ability to recognize the own emotions and the emotions of 

the others. This is achieved through self-observation and the observation of those around us. It 

should be distinguished between thoughts, actions and emotions; understand the causes and 

consequences of the past; evaluate the intensity of emotions; recognize and use emotional 

language properly, both verbal and non-verbal communication, etc. 

Emotional regulation means an appropriate response to the emotions we experience. Do not 

confuse emotional regulation with repression. The regulation is a difficult balance between 

repression and lack of control. There are important components such as the self-regulatory 

ability, tolerance to frustration, anger management, the ability to delay gratification, 

development of empathy, coping skills in risk situations (coping with induction to drug use, 

violence, etc.), etc. Some specific techniques are: internal dialogue, introspection, meditation, 

mindfulness, stress (relaxation, breathing), positive self-statements; assertiveness; cognitive 

restructuring, emotional imagination, change of causal attribution, etc. The development of 

emotional regulation requires a continued practice. It is advisable to start regulating emotions 

such as anger, fear, sadness, shame, shyness, guilt, envy, joy, love, etc. 

Emotional autonomy is the ability to not being seriously affected by environmental stimuli. This 

is having sensitivity but with invulnerability. This requires a healthy self-esteem, self-

confidence, self-efficacy perception, self-motivation and responsibility. Emotional autonomy is a 

balance between emotional dependency and emotional disengagement. 
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Social skills are those that facilitate interpersonal relationships with satisfaction. Listening and 

the ability to empathize open the door to prosocial attitudes that are at the antipodes of racism, 

xenophobic or sexist attitudes that cause many social problems. These social skills predispose to 

the formation of a favorable social climate to work in productive and satisfying group 

interaction. Intercultural emotions are those we experience when we are with people of another 

ethnic group, color, culture, language, religion, etc. If emotions are appropriately regulated, it 

can facilitate the coexistence. 

Life skills for wellbeing are a set of skills, attitudes and values that promote the construction of 

personal and social wellbeing. Emotional well-being is as close to happiness, understood as the 

experience of positive emotions. We can not wait for the positive emotions come towards us, but 

we must consciously build them, with positive attitudes. It is possible and desirable. 

Have good emotional competences not guarantee the best use. We must prevent these powers are 

used for dishonest purposes. So, it's very important that emotional education programs always 

include ethical principles and values, as an inherent part of the same emotional education. 

It has been observed that emotional competences are probably the most difficult to acquire, 

regarding to academic competences. A student can learn how to solve quadratic equations, 

distinguishing subordinated adversative sentences, meet the social movements of the nineteenth 

century, etc. But what will not learn in some months is to fully regulate their emotions. Only the 

regulation of anger as a strategy for violence prevention is already a project that requires 

maximum attention for years by itself. The development of emotional competencies needs to 

insist throughout life. 

Emotional intelligence, emotional competence and emotional education 

In colloquial language, there is some confusion between these concepts. Emotional intelligence 

is a hypothetical construct from psychology, which has been proposed and developed by authors 

like Salovey and Mayer (1990), Goleman (1995), Mayer and Salovey (1997), Bar-On and Parker 

(2000), Schulze and Richard (2005) and many others. In synthesis, is the ability to perceive the 

own and other emotions; regulate emotions to facilitate thinking and behavior appropriate in 

each context; understand and analyze the emotions with its causes and consequences. 

Emotional competencies are the set of knowledge, skills, abilities and attitudes necessary to 

understand, express and regulate appropriately emotional phenomena (Bisquerra and Perez, 

2007). In some way, it can be considered emotional competences as a model of emotional 

intelligence that emphasizes practical applications and their education and training. 

Emotional education aims at the development of emotional competences. It includes a context 

analysis to identify priority needs that should be addressed, formulation of objectives, program 

design, implementation of activities, technical and methodological strategies, program 

evaluation, etc. 
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It should be noted that in Spain and Latin America what is known as emotional education in 

USA is called SEL (Social and Emotional Learning) and in United Kingdom is known as SEAL 

(Social and Emotional Aspects of Learning). 

Origins and development of emotional education in Catalonia: the case of GROP 

Emotional education in Catalonia began in the mid-nineties. At that time there was not even the 

expression "emotional education", which was conceived in 1996. A literature search right now in 

1996 did not found any reference which in the title quoted “emotional education”, in any of the 

languages of the Spanish State, mainly Spanish and Catalan. This section describes some of the 

most important milestones that have helped to develop the emotional education in Catalonia 

from the work of the GROP. 

In 1997 the GROP (Grup de Recerca en Orientació Psicopedagògica) was founded at the 

University of Barcelona with the intention to investigate emotional education. Subsequently, the 

initial research project is expanded with training and diffusion. Shortly after it was founded, a 

delegation of GROP at the University of Lleida was created. 

In the late nineties emerge the first publications on emotional education (Bisquerra, 1999a, 

1999b, 2000). Also, an academic subject of Emotional Education is created at the University of 

Barcelona in 1999. In 2002, the same university created the first Postgraduate studies of 

Emotional Education (https://peebsemi.wordpress.com/), which remains in force in 2016, and 

from which have been formed more than 500 education professionals. With their practices in this 

postgraduate studies they have contributed to the spread of emotional education in Catalonia. 

The first conference of emotional education took place in Barcelona in 2005. From this moment, 

the conference of Emotional Education is held annually, which is also an important factor in 

training, updating and dissemination. In the corresponding web 

(http://www.jornadeseducacioemocional.com/es/) communications and papers are available and 

lots of information related to all editions that have been held so far these years and we hope it 

will be held also in the future. 

From the early 2000, a lot of different teaching materials has been published to support the 

practice of emotional education. Some reference to children's education (Lopez Cassa, 2003), 

primary education (Renom, 2003), compulsory secondary education (Pascual and Cuadrado, 

2001), post-compulsory secondary education (Güell and Muñoz, 2003). These are just a few 

examples, as from mid of 2000 publications are progressively increasing. 

GROP researches in emotional education: diffusion and training 

The GROP was created in order to encourage research on emotional education. Regarding this, 

many research works have been created which are available on this website: 

http://www.ub.edu/grop/english/.  We can cite the recent researches: Beneit Santos et al. (2015) 

presented a paper on the validation of an evaluation questionnaire; Filella, Bisquerra and Perez-

Escoda (2014) on the video-games for emotional education; Filella, Pérez-Escoda, Agulló 

Morera, and Oriol Granado (2014) on the results of the application of an emotional education 

program in primary education; Agulló Morera et al. (2010) on the practice of emotional 

http://www.ub.edu/grop/english/
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education; Bisquerra (2008) on citizenship education with the approach of emotional education; 

Bisquerra (2009) on educational psychology of emotions; Bisquerra et al. (2011) on proposals 

for educators and families; Bisquerra (2012) about guidance, counseling, mentoring, coaching 

and emotional education; Bisquerra (2013) on emotional wellbeing, and welfare issues; 

Bisquerra et al. (2014) on the prevention of bullying with emotional education; Bisquerra (2015) 

about the universe of emotions; Bisquerra (2016) on the key ideas of emotional education; Pérez-

Escoda (2015, 2016) on evaluation of emotional competències; Pérez-Escoda y Sabariego (2015) 

about the efectivity of training, etc. 

Also, the members of the GROP have provided training in Catalonia and also in the rest of 

Spain. They have also been carried out in most American countries (Mexico, Costa Rica, 

Venezuela, Ecuador, Chile, Argentina, Brazil, Bolivia, etc.).  

All these are examples that have favored emotional education now are a regular expression and a 

developing area of educational practice. So, now we can talk about emotional education as a 

movement of educational innovation. The progressive presence in the media (newspapers, radio, 

television, social networks, etc.) is a prove that guarantee it. Some recent examples of GROP 

presence in the press are as follows: Quo, in 2015 pages 35-40; La Vanguardia, June 13, 2015, 

page 34; La Vanguardia, March 20, 2015, page 32-33; Ara Criatures, April 2, 2016, p. 6; Qué 

magazine, April 11, 2016, etc. 

Strategies for implementation 

Looking ahead to the implementation of emotional education programs in the schools, Some 

general strategies are presented below. It is very important to start for teacher training. 

Therefore, it should be included in the initial training: graduate studies and master studies, as the 

master of secondary education. The less compulsory initial training in emotional education, the 

more training will be needed by teachers to help students from the childhood education and 

primary school to secondary education. 

At present, the training received by teachers is on their own initiative and paid for themselves. 

This is the case of Postgraduate studies of emotional education in various universities 

(Barcelona, Malaga, Cantabria, Lleida, UNED, etc.). 

Teachers with minimal training can introduce elements of emotional education in their teaching. 

One of the most appropriate subjects to do so is in tutoring. Another is citizenship education. It 

should be emphasized that both the emotional education, tutoring and citizenship education share 

common goals: personal and social development, which makes possible the coexistence in 

democracy and the construction of personal and social wellbeing. This is easy to say, but 

difficult to implement effectively. It takes a long time, changing of attitudes and training. 

It is suitable to introduce elements of emotional education in all academic subjects. The question 

is not what we teach, but how we teach. Is not as important to teach contents as much as how to 

ignite the flame of illusion to continue learning throughout life. This means how to keep 

motivated to want to continue learning, which is a form of emotional education. 
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In order to assure the continuously of emotional education in the school, teamwork among 

teachers is recommended. Emotional education is greatly enhanced to the extent that there is an 

explicit support from the school management o director of the school. 

The Guidance and Counseling Department can play an important supporting role, as these 

professionals are the most aware of and best trained to address the emotional aspects of learning. 

In the process of implementing emotional education programs, the Guidance and Counseling 

Department can provide resources, methodologies, techniques, strategies, activities, etc. 

The training of parents and the family is a very important aspect of the implementation of 

emotional education at schools. It helps to develop emotional skills in order to maintain better 

relationships with their children and with teachers. This can be done through school of families, 

talks, workshops, courses, etc. The training of families should start from the birth of their sons. 

Therefore, the first contact with families for this purpose should be through pediatricians, 

gynecologists and health professionals. When they arrive at compulsory school, already it has 

been lost a significant time. 

It should be noted that any behavior can be educated or not. Relations between school and 

community, networking, social networks, mass media, etc., have a great influence on the 

implementation and effects of emotional education. And, as a consequence, in the personal and 

social wellbeing. 
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EMOTIONAL  THEATRE  AS AN INNOVATIVE  EDUCATIONAL  TOOL  

Lorena Casal, INS Alexandre Galí (Public High School), Les Roquetes, Barcelona 

 

ABSTRACT 

This article presents a classroom experience using Emotional Theatre (ET) as a tool of 

educational innovation. ET is the use of dramatic and stage techniques combined with working 

methodology of multiple intelligences and social and emotional skills. The first part of the article 

analyses the current Catalan education curricula: LOMCE, DECRET 187/2015.  I raise the ET 

development within the framework of formal secondary education in the form of elective subject. 

The second part describes the methodology, exemplified with a type session and classroom 

experience through a concrete group. Finally, I show  some considerations based on the 

development of these four year course of implementation, which reveals improvements in the 

areas of personal, artistic and social development of students that can be verified through the 

analysis of some qualitative and quantitative results. The final reflection posed by these 

evaluations is that this type of action redound positively in formal education and this should be 

taken into consideration when designing future school curricula and the training of trainers and 

university careers. 
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EMOTIONAL  THEATRE  AS AN INNOVATIVE  EDUCATIONAL  TOOL  

Emotional Theatre began as an annual elective subject of two hours in 2010-11 in the INS 

Cubelles (Cubelles, Barcelona), with students of 1st ESO. Two years after it is taken up in the 

INS Alexandre Galí (Les Roquetes, Sant Pere de Ribes, Barcelona) as an elective subject too, by 

four months, two hours per week, offered to students of 2nd or 3rd of ESO, depending on the 

course. The working groups are 10 to 15 students who choose the subject from a list of between 

4 and 6 subjects to study for a quarter. From 2012 to today there have been seven groups of ET 

(in the 2013-14 course was offered only one quarter) with a total of 92 students. 

This subject has been implemented in the institute where I work, it does not appear in the 

curricula, and is carried out with the support of the school management that focuses on proposals 

that affect the well-being and personal development of students. 

Curricular context  

The current educational framework in Catalonia is developed within the tenets of constructivist 

and social cognitive psychology and is based on learning through the development of skills in 

which: "Being competent means using effectively the knowledge, skills and attitudes in different 

contexts”. (LOE 2007). Spanish Language Academy also defines competences as: "Skill, ability 

or fitness to do something or act in a particular matter." 

The student must acquire in each subject a number of skills and abilities that allow them to apply 

that knowledge in their live significantly. The curricula sets out nine areas of knowledge: culture 

and values, language, art, physical education, social, personal, mathematical, scientific and 

technological and digital; each with its corresponding related competences. This curriculum 

works with a fragmented knowledge and skills related to each of the areas paradigm, from which 

they will shape the different capacities. 

Given this curricula planning, the ET curricular program is designed to unite and develop skills 

of six of these nine areas (or fields) in an interrelated and integrated way in order to create a 

space for learning through incorporating all levels: cognitive, functional and emotional level. 

These key areas for ET would be: language, social, artistic, physical education, culture and 

values and personal area.  

Linguistic capacities are developed from communication skills, competences 7, 8 and 9: the use 

of language as a means of inter- and intrapersonal communication. It is related to the literary 

dimension in competence 12: create literary texts to express feelings, realities, fictions; and an 

attitudinal and multilingual dimension from the attitude 2: be actively involved in listening and 

respectful dialogue. 

From the social, and with cultural and artistic, dimension 4 works with the competence of the 

individual and collective construction of the historical, and competence 10: attitude of esteem for 

creativity, expression of ideas, experiences, feelings, etc., through different languages and 

cultural resources (cinema, theatre, music, arts ...), freedom of expression, empathy and respect 

for the personal and collective identity and their expressions. 
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In the citizen dimension, competence 11 talks about developing a critical and committed attitude 

toward social problems, inequalities, etc.; and competence 13 emphasizes the development of 

social skills that allow to recognize the common values, expressing individual and collective 

needs; build, make decisions in contexts of equality, justice and peace. 

The artistic area must be the natural space for ET. Although performing arts is part of the Catalan 

curricula to develop raising skills, they have not been even developed there nor planned in the 

time distribution. 

There is also no subject in all ESO related to the performing arts (theatre and dance). 

Art is presented as a vehicle for values education and transformation tool social change, to the 

perception of creativity and expressive resources and holistic, emotional and relational learning 

that affects the human. There are perception and listening dimension and the dimension of 

expression, interpretation and creation, with corresponding abilities related: 

• Competence 4: interpret and represent static and moving forms (different realities, 

emotions, etc.).  
• Competence 5: composing with elements of artistic languages.  

• Competence 6: experience and / or improvise with techniques of artistic languages. 

Competence 7: develop personal artistic projects and collective. 

• Competence 9: enjoy the experience and artistic creations as a source of personal and 

social enrichment.  

• Competence 10: make use of knowledge and artistic productions as a means of cohesion 

and pro-social action. 

Movement techniques, their value and plastic, creative, aesthetic and representative use, are 

present in the dimension of expression and communication body in the field of physical 

education. But only by mime and body language representations, there is no place for the 

dramatic text. Competence 7: use the expressive resources of the body for self-knowledge and 

communicate with others (body awareness, body and emotions) and competence 8: activities 

with musical support as a means of social and community relationship (self-image), are linked to 

representation, but do not consider the theatre in its full meaning. 

The field of culture and values is divided into three basic dimensions for ET: personal, 

interpersonal and sociocultural. The first affects competences 1: act with autonomy and 

responsibility, 3: question and argue, overcoming prejudices to consolidate thought itself, and the 

4: identify the ethical aspects of situations and give innovative responses. The interpersonal 

dimension focuses on showing attitudes of respect for others and their culture, opinion and 

beliefs (competence 5) and applying dialogue as conflict resolution (competence 6). 

Sociocultural dimension competence 8 is based on detecting the ethical dimension of literary 

narratives, 9 to be able to analyse critically the environment, and 10 talk about conduct activities 

that promote participation and collaboration attitudes and democratic commitment. 

The personal field, crosscutting in all education, states that students must acquire a sufficient 

degree of awareness of their intellectual, emotional and physical abilities; develop attitudes and 

values as well as their emotional regulation; display their creative abilities, boost personal and 

collaborative projects and build their self-esteem and personal, social and civic identity. 
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ET as an innovative educational tool 

Emotional Theatre (ET) is innovative in two main points: firstly combines skills of all the above 

fields, providing the opportunity of learning in a different way: through an integrated and 

interrelated one, generating a significant learning. On the other hand, it has a multidisciplinary 

approach: the theoretical is based on the framework of the principles of Emotional Intelligence, 

Social Psychology and Psychodrama. Emotional Intelligence is part of the positive psychology 

developed by Daniel Goleman (1995) and the theory of Multiple Intelligences of Howard 

Gardner (1983). Social Psychology is one of the four main branches of psychology, initiated by 

Wilhelm Wundt (1879), which considers the group as a tool to generate learning through social 

and emotional relationships. Psychodrama is defined by Jacob L. Moreno (1959) as "educational 

theatre" and is also a psychotherapeutic discipline, whose techniques allows learning and change 

processes through the action and dramatic scenes. 

The result of this interdisciplinary subject is a series of innovative features that characterize the 

ET as an educational tool that teaches from a different point of view and offers a new way of 

educating. 

As methodology allows active learning in which children are the main characters through action; 

cognition and emotion come into play in the different dynamics and phases of the session. The 

learning is generated from the students themselves in all areas of his person: body, mind, values 

and emotions. This creates experiences that are the basis of subsequent cognitive reflections 

through which words are put to the experience since the creation. This generates experiences that 

are the basis of subsequent cognitive reflections: students can put words to the experience and 

the creation process. 

In ET we use different languages and perceptions: visual, verbal, physical, aesthetic, poetic, etc., 

which in turn are interlinked with different areas and skills development. In all sessions six of the 

eight intelligences (Howard Gardner, 2011) linguistic, body-kinaesthetic, musical, spatial, inter 

and intrapersonal. Regarding the latter is important to note that knowledge and learning with ET 

methodology is generated from the intra and interpersonal: what happens and students interests 

about themselves and in their relationship with others. This is very important in order to integrate 

what they have been learned and to generate changes in the structure of thought and acquisition 

of social roles. 

The student is the centre of the process and the adult is accompanying, by providing the 

necessary context to act, investigate, try, make mistakes and growing tools. The learning process 

and development of new skills is given from the interior to the cognitive and conative. 

All students can contribute, share and create scenes, actions and reflections so they work in an 

inclusive environment: all are invited, everyone can participate and do so with equal success, 

having the skills or abilities they have. 

The ET students create their own plays and also live other processes in turn: creative, personal, 

artistic and group ones. And all of this with a tangible end result, which can be the centre of a 

new process and also is going to be shared with the public (community) and acquire one value 

more: social acceptance. 
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The group represents society; so when the students have a more active role, presenting their 

scenes or seeing those of other peers, this generates a transfer and validation within the social. 

In short, what we tried in ET is seeking a new starting point from which to go from the inside to 

the outside and generate changes. 

Methodology 

The methodology is based on seven main points: definition of general objectives, initial tests, 

setting specific goals of the group, design sessions, development of the sessions, creating a play, 

evaluation methods and observation. 

We start from the basic premises of competence development of the educational areas 

mentioned. This translates into fifteen general objectives present in the subject: 

• To promote the integral formation of the individual through an experiential artistic 

training and practice. 
• To develop aspects of creativity by creating a representation of a theatrical production. 
• To contribute to personal development by expanding the horizons of individual 

experience and promoting attitudes of empathy in relation to group dynamics and 

teamwork. 

• To raise sensitivity and general artistic interest of students, particularly about the 

theatrical genre. 

• To improve proprioception, self-esteem and self-knowledge of students. 
• To learn to flow and enjoy group situations and personal relationship disinhibition. 

• To identify and enhance the physical communication tools. 
• To improve physical health and memory capacity. 
• To develop communication skills (nonverbal, individual and social) as well as textual 

skills and listening. 
• Build the positive experience of overcoming challenges and team accomplishments. 

• Communicate and talk, live and resolve conflicts with language support. 

• To listen, expose and discuss and to be able to follow correct oral interaction through 

knowledge and control codes and linguistic and non-linguistic skills. 

• Develop empathic ability to understand the other; take into account others and their own 

opinions. 
• Express and interpret different types of speech. 

• To have a more critical spirit; accept and make constructive criticism spirit. 

During the first week, we conducted an initial test battery, which will be passed again to the end 

of quarter. One test collects the vision of the subject and personal and attitudinal perceptions 

about oneself, group work and art (test of personal creation, descriptive, with five open 

questions). The other test is: SWB test Eysenck (M.W, 1990). We are collecting samples to 

contrast with other groups monitoring the results of these. 

During the first week we play some dynamics (personal presentation, an improvised scene), 

which are used as material for observation of the different individual behaviours and the initial 

internal sociogram. 
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After the first three or four sessions and this observation, specific targets for the group are 

regarded, always based on the 15 general objectives and the needs, characteristics, behaviour, 

etc., from the group. 

These targets are the basis for a general plan which will be adapted in the day to day. The session 

is defined taking into account the objectives of the session and what students bring, how they 

come in and what interests are shown. 

The creation of a play comes last, at least, the second month of work. The first is to create the 

necessary confidence context; the second month is spent working with some techniques and 

dynamics that make possible the emergence of themes and scenes of interest which will then be 

the basis of the final creation. The programming is very flexible because it depends on the group 

and sometimes the creation is not represented in public for lack of time, motivation or others. But 

work is done, whether or not shown to the public. Students create pieces with materials that have 

appeared in the sessions. My role is to provide the necessary confidence and context for that to 

happen, and dramaturgically tacking content and emerging proposals, give them a way from 

which students can work. 

Evaluation Methods 

There are several evaluation methods. I use a daily classroom diary which contains the proposed 

session and the notes I write afterwards about intrapersonal relations, distribution of space, main 

stories, proposals, themes appeared, etc. 

Students also participate in the assessment of the mentioned tests; they have some open questions 

that assess the subject and their experience. Also in the day to day their ideas are recorded, and 

their contributions, reviews and requests are compiled in the classroom daily. 

Recordings of some of the dynamics allow analyse non-verbal, inter and intrapersonal 

communication and sociological aspects. 

The evaluation system to designate the note of students is based on their daily classroom 

participation: 0 to 3 depending on the degree of motivation, participation and adaptation to the 

task performed. It is also formulated with the qualification of some specific activities: 

interpretation, written and oral expression and choreography, based on different rubrics 

according to the type of proposal 

ET type session 

A type of ET session is divided into three parts. 

PHASE 1: presentation (cognitive-emotional) 

Welcome Circle: sitting, students discuss what they bring out, about the previous day, concerns, 

issues of interest, etc. 
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In this part of the session we work with emotional education techniques: negotiation of solutions, 

free and personal analysis, self-confidence, curiosity, intentionality, self-control, interpersonal 

relationships, communication and cooperation skills. 

Heating: prepare the body to make it available for action. 

We use exercises of coordination, proprioception, group cohesion, sensory, speech, body, game 

dynamics, visual and body contact, etc… 

We also have some techniques of dance therapy, body listening, awareness, authentic movement 

and embodied metaphors. To better know our body, it makes it easier to create spaces for 

listening and communicating and improve body awareness and identify and use all resources for 

communication.  

PHASE 2: central (functional-conative) 

We play scenes on topics of interest, in relation to the issues previously appeared and discussed. 

They also participate on active dynamics to treat these topics and then passed to the scenes work 

with these issues. 

We start from dynamic stimulation of the creative process from: characters, visual, acoustic, 

sensory stimuli, etc., a given situation, words, emotions, etc.… 

We use theatre and psychodrama techniques: auxiliary ego, monologue, double and dubbing, 

change of roles, the group as a therapeutic and representative of the social element, put words to 

what happened, guided improvisation techniques and archetypes approach.  

PHASE 3: feedback reflection and evaluation (cognitive-emotional) 

Circle parting: in circle, we discussed what happened and reflect on it. 

In this part of the session we use emotional education techniques: negotiation of solutions, free 

and personal analysis, self-confidence, curiosity, intentionality, self-control, interpersonal 

relationships, communication and cooperation skills. 

Case study of a group 

Now here it is a concrete example of how it performs through the experience with the last 

working group ET, a group of 10 students. After the first two weeks of observation and the 

results of the test, objectives for this group were plotted on a second level of specificity, under 

the generals. These objectives also determine which will work in each session: the contents. 

They were organised from less complex to more and cumulatively defined in monthly succession 

counting, more or less, 8 sessions per month 

February: know each other and respect, create a space of trust, listen to the other, with the body, 

the look, the word ...; work the elements of dramatic narrative, dialogue and conversation, body 

and verbal communication bases. 
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March: occupy the space, body projection, project your voice, vocalizing and stage presence, and 

regulate emotions and its manifestation, working with archetypes and characters to emotional, 

physical and narrative level. 

April: coral creative stories, review myths, stories and mythological characters, dramatize 

themes; show the play in Saint George’s day. 

May: selected scenes and variations, analyse and reflection on the work done. 

The group consists of 10 children: 4 boys and 6 girls. 5 of them: 2 boys and 3 girls are students 

from the NEE group (special educational needs group). They are between 12 and 13 years and 

we perform sessions on the 5th morning period (we have 6 class periods), so sometimes they are 

not ready to make too much effort. They usually come in tired, and they talk about events that 

have occurred during the day and eager to talk about things they like or not and thoughts about 

different topics. In the welcome circle is where everything is collected: mood, conflicts, interests, 

proposals ... Through this space during this quarter, different themes issues have emerged. Such 

ideas to be discussed and worked raise through the students’ knowledge of stories, TV news, 

memories, anecdotes of others, concerns and feelings.  The group has been putting on the table 

the following topics: the difference between one and the other, rejection for being different, 

sexuality, homosexuality, minorities, the use of power as something to feel superior, to miss the 

other, aggressiveness, chauvinism and gender differences. As have appeared they have been 

basting with activities proposed during the heating session part. This part also was determined by 

the specific objectives set for this group. 

The sessions have been adapted their development to the context and the boys. Both: its design 

and post-implementation reflection are the basis of daily classroom diary indispensable to make 

a continuous and historical assessment to go guiding the group evolution and adapting the 

processes. 

After a month and a half of work, the group atmosphere and training in the creative process 

allowed to work specific scenes, and between them, appeared the proposal to analyse Saint 

Georges’ myth. From an external perspective to the purely legendary, it can be observed some of 

the issues discussed in the meetings. The figure of the father handing his daughter to death to 

save mankind; the father, the king in turn, represents the absolute and final power who sacrifices 

what he loves more, but also kills the weaker character: the princess. The dragon as a symbol of 

the power of nature and strength, something from what men cannot be protected. At the same 

time the dragon was seen as an abuser: aware of its superiority use it to subdue the weak. The 

princess, prototype of sacrificed, submissive and obedient woman who expects a man to save her 

(Saint George) from another man that leads to death (the King, his father). And finally Saint 

George, the male archetype of courage, strength and beauty, which can save the people of the 

dragon and in return, takes the princess as a reward. The figure of woman as an object of 

exchange and as a complement of man, the princess is a figure without voice. 

After this analysis, the group was interested in performing with these materials and the proposals 

of several scenes began a round of improvisations: they sought, starting from the initial 

approach, questioning the roles of legend and seek other solutions. We do this out by psycho-

dramatic techniques based on free interpretation from an initial set point. This allows emerge 
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attitudes, actions and original dialogues, individual reactions and interrelations between the 

actors. 

These scenes, at the start, involved all students in the group. By stating that its result could give 

body to the final work to show in public in celebration of Saint George’s, four students decided 

to do not participate and they withdrew from the project in the actor and actress role. They went 

on to participate in the passive-generator role of ideas in relation to what was happening on stage 

while their companions were improvising and weaving stories. The final drama was taking place 

session to session by using recordings. The scenes were recorded and then the text was written 

keeping the vocabulary, tone and body language reactions and improvisations to create the play. 

In April, the work was "finished". Quotation marks mean the work had an open end that the 

public must complete. The students will play the story and, at one point, the public will decide 

how to finish it, taking into consideration the new roles of the characters. With the review of the 

myth the argument had changed so much. It was the queen, and not the king who asked his 

daughters to be slaughtered. It was not a princess but several; among them had to choose who 

would die that night, to which all strongly denied. At that time Saint George appeared, promising 

to save them all with a secret plan which he was not willing to share without something in return. 

The Queen must give him a princess as a wife, and he should choose it. The Queen acceded, in 

spite of the princesses who did not want him as a husband, and Saint George proposed boozing 

the dragon and kill him, but for this a princess should be delivered to the monster and coax him 

to drink until he lost consciousness. After several discussions a princess was given to Saint 

George. But Saint George was a traitor who is allied with the dragon and both aim to keep the 

kingdom. The princess who was going to marry him finds out all and warned the princesses and 

the Queen. All together tried to face Saint George and he threatened the women with his sword... 

And there the story freezes, will be the public who decide how it should end. 

The group evolution process and the creation of the work have revealed a major shift in the roles 

of social interaction of the students. At first the more extroverted students were who took the 

lead in the dynamic and proposals having more voice, occupying more speaking time in 

reflections and modelling with their behaviour the others reactions. But gradually these students 

were losing prominence and shyer and less popular ones were gaining autonomy and confidence. 

Other significant changes have been reported in both, individual behaviour and social dynamics 

within the group. There have been changes in beliefs and perceptions, cultural and social 

improvement in relationship skills and communication, greater self-acceptance, improved self-

perception and confidence, greater autonomy in relation to others, loss of fear and shame to look 

other interventions, increase in the ability of ideas and feelings communication, improved 

assertiveness and, in general, increased self-esteem. 

In all the artistic skills, students have developed creative production processes, development of 

visual languages and kinesics and have enhanced capabilities based on observation and critical 

analysis and divergent and alternative thinking. They have practiced and integrated elements of 

body and verbal expression, dramatization techniques and stage presence and spatial skills, 

peripheral vision, occupation of space and motor abilities. 

Qualitative results 
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These results are linked to the general qualitative results that can be verified, after four years of 

implementation of the subject. These can be divided into the three areas involved in the 

development of the learning process. 

Cognitively it is given an improvement in personal identity, based on the development of self-

image, self-esteem and self-concept. 

Conative- functionally or improvements in interpersonal relationships and group communication 

as well as greater flexibility in assuming social roles, not to mention the opening to artistic 

language and knowledge of the elements and dramatic and scenic resources. 

Emotionally there is a progress from identification to emotional regulation, an increase of 

empathy and listening skills and perception of others. 

Quantitative results 

The quantitative results I actually can present are descriptive, I’m in the process of collection of 

samples, and in order to establish a rating based on statistics generated satisfaction and changes 

in the student body. There is a high degree of satisfaction that is reflected in their oral 

assessments and written throughout the development of the course and the final test. 

The total number of students in these 4 years has been 92: 52 (56.5%) girls and 40 (43.5%) boys. 

There is a clear gender preference in choosing this subject. These almost a hundred students were 

divided into 2 groups per course except in 2013-14 that the subject was offered only for one 

term. 

As for the ratings show that it is a subject with a high pass rate and high notes, which implies and 

confirms its educational and motivational value. Of the 92 students in January 1 (1%) has a score 

of 2 points, 5 (5.5%) have a mark of 4 points, 7 (7.6%) have a score of 5 points, 11 (12%) have a 

score of 6 points, 21 (22.9%) have a score of 7 points, 24 (26%) have a score of 8 points, 12 

(13%) have a score of 9 points, and 11 (12 %) have a score of 10 points. As indicated by the 

index numbers of suspense are very low (6.52%) compared to the highest notes: excellent 25%. 

Considerations and reflections 

The most important qualitative considerations revolve around three aspects. First is that 

educational student method develops multiple skills through active learning, integrated and 

meaningful, based on learning by doing and doing. It is a great contribution to the development 

of Multiple Intelligences and areas that are not considered in the general curricula. In the 

personal and social level, ET is a space providing the conditions that allow students to 

investigate and grow, that help bring out the best of themselves. 

Secondly, if I evaluate what impact does this have on me as a teacher I must say that gives sense 

to my daily work. For me it is great learning and participating in this process, working in 

cooperation with students from a horizontal relationship, which allows the maximum 

development for all of us. I feel I'm teaching life skills, providing tools for personal growth, 

using non-formal methods to bring in the formal and social; all through a collaborative teaching 

and learning. And that has great value and gives meaning to the task of educating. 
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I leave for future evaluation and discussion some of the points that appear throughout this article 

and indicate possible directions that could be taken in educational policies. 

It would be interesting to incorporate this methodology and related in the curricula of students 

from an early age to advanced schooling. 

For the teachers, it is also necessary to be formed in these methodologies, learn through them and 

apply them on their daily practice. 

The presence of the arts in the current curricula of Catalonia is very limited and the performing 

arts do not appear on it despite they can contribute with a wide variety of skills that can be 

extrapolated to all areas of learning. Art as a means of expression, interpretation and application 

of resilience, has a high value on academics. 

The applicability of this project ET, and some related others, is feasible, from school to 

universities and teacher training; to be done, it involves a change of perspective in many areas. 

Educational and artistic European institutions have realized that art must be present in all 

education levels and they are developing different programs to accommodate the art in formal 

education. The new Catalan curricula planning allows and enhances to work in different ways; I 

hope that time and change processes lead us to this new horizon. 
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ABSTRACT 

 

mSchools programme is a multi-faceted mEducation initiative of the Mobile World Capital 

Barcelona in collaboration with the Generalitat of Catalonia, Barcelona City Hall and GSMA.  

Launched in 2012, mSchools support students and teachers effectively integrating mobile 

technologies into the classroom. Mobile enables access to up-to-date materials, improves 

collaboration and strengthens learner engagement, opening up new ways of teaching and 

learning that improve achievement and employability. 

 

The mSchools programme brings together private and public institutions to help students build 

important new skills and prepare them for today's digital world. 

 

The programme is focused in three main areas: 

1. Improve learning with Mobile Technologies. 

2. Promote Digital Competences and Entrepreneurship. 

3. Build an open environment for mEducation. 

 

In 2013-2014, were over 6500 students participating in mSchools. In 2014-2015 there has been a 

huge increase to over 20000. Schools involved correspond to all levels of education from 

primary to high school and VET. 

 

The programme includes five different initiatives to motivate students to learn using mobile 

technologies and helping teachers to take advantage of the possibilities in using mobile devices 

at schools. 

mailto:rcusso@xtec.cat
mailto:aforn@gsma.com
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MSCHOOLS PROGRAMME. A NEW WAY OF TEACHING AND LEARNING 

 

INTRODUCTION 

The mSchools programme is a multi-faceted mEducation initiative by the Mobile World Capital 

Barcelona, in collaboration with the Generalitat of Catalonia, Barcelona City Hall and GSMA.  
The main goals of this programme are: 

1. To promote the achievement of students' digital competence defined as one of the skills required 

for the 21st century by educational policy makers including UNESCO, OECD (Ananiadou and 

Claro, 2009) and the European Union (Balanskat and Engelhardt, 2014). 

2. To better engage students using mobile technologies. 

3. To use mobile technologies in schools to encourage innovating educational methodologies 

(Dykes and Renfrew, 2012; Hylén, 2012; Kraut, 2013). 

4. To bring together public and private institutions with the common goal of improving education. 

 

The mSchools project currently includes five initiatives: 

1. An App Education Course, offered in Catalan High Schools to teach students about 

mobile application design and prototype development from a computational thinking 

approach. 

2. Mobile History Map, an app developed to advocate the use of mobile technologies in non-

technical subjects allowing students to collaboratively create content about points of 

interest within one kilometre of their schools. 

3. The Mobile Learning Awards recognising the integral role of mobile technology in 

education and rewarding innovative teacher-led projects and student produced mobile 

videos about the “School of tomorrow”. 

4. mSchools Toolbox, a virtual platform to showcase teacher validated educational apps. 

These apps are classified into categories and they have associated educational proposals 

ready to carry out in the schools. 

5. An Entrepreneurship support programme, mSchools Lab, to help entrepreneurs in the 

development of mEducation solutions and the promotion of local initiatives in the area. 

 

All projects are monitored and evaluated by specialists from the Department of Education in 

order to gather evidence of their impact on improving student learning and performance. 

 

USE OF MOBILE DEVICES IN CATALAN SCHOOLS 

The use of mobile devices in schools in Catalonia is increasing slowly. Tablets have replaced 

computers in classrooms in many cases. This is not what happens with mobile phones, whose use 

is often prohibited in internal regulations of the schools. However, the potential of these devices 

for educational use cannot be ignored, as we cannot ignore that the vast majority of students have 

a cell phone and use it in their everyday life. According to the Statistical Institute of Catalonia, 

53.7% of children between 10 and 15 years have one of these devices and they use it daily. 

Banning cell phones in schools represents a lost opportunity to have quick and easy access to 

information but also to use specific educational applications that allow carry out learning 

activities closer to the students. Moreover, the school cannot disregard children’s reality but take 
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advantage of this situation and to teach them the use of mobile devices in a responsible and safe 

way. 
 

Certainly, mobile devices can cause disruptive situations in the classrooms, situations that cannot 

be solved with the prohibition of their use. Establishing guidelines and performance standards 

that clearly show the spaces, activities and situations where the use of mobile phones is not only 

allowed but encouraged is much more effective than its banning. In addition, schools and 

teachers must be provided with methodological recommendations that allow them to maximize 

the potential of mobile devices and foster their pedagogical training in this field. 

The School Education Council of Catalonia (Consell Escolar de Catalunya, 2015), as a 

consultative body aimed at articulating social participation in the field of non-university 

education, has drawn up recommendations aimed at Catalan schools on the use of mobile devices 

(Education Council of Catalonia, 2015). This document contains also examples of activities 

carried out by Catalan schools to serve as a model. Regarding the ban on cell phones in schools 

the document includes the following recommendation: “Total prohibition of mobile devices in 

educational centres with the goal of avoiding potential problems goes against the curricular 

goals that are linked to achieving digital competence, learning in general and the capacity for 

lifelong learning. Knowing how to use digital devices responsibly is both part of the curriculum 

and a competency to be acquired that the student body should not be deprived of”. 

Thinking on the use of mobile phones in schools has been the subject of several reports by 

various educational and research institutions (Gisbert, 2015). 

APP EDUCATION COURSE 

The App Education course is fully integrated in the Catalan secondary schools curriculum as a 

“Computer Science” elective and also as a pedagogical proposal for the compulsory Technology 

subject in the two last years of compulsory education (ages 15 and 16) and for VET education 

(age 17). Teachers can choose between the traditional programme and the app education content. 

The course is comprised of the official curriculum stipulations which are currently 105 hours 

distributed in 3 classes per week over the school year, for the “Computer Science” elective (age 

16), and 70 hours in 2 classes per week, for the Technology subject. About 12.000 students are 

involved in this proposal. This means over 25% of students between 15 and 17 years old. 

 

The main goals of the App Education Course are: 

¶ To learn about mobile devices and their social and economic impact 

¶ To help develop computational thinking skills applied to visual language programming 

for developing computer applications 

¶ To promote entrepreneurship 

¶ To stimulate scientific and technological vocational options as well as motivation in 

students to take up these fields 
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This App Education Course is designed as “Project Based Learning” with ideation, design 

development and marketing of a mobile app by students organised in groups simulating a 

business structure. Apps are designed to solve a problem identified by the students in their day-

to-day lives using mobile technologies and enable them to work on a hands-on/cross-curricular 

project that gives coherence to the content objectives within this course subject. As a final 

activity, groups must present their solutions at the end of the project in order to justify their 

creations and trying to convince the audience why it’s a good product currently. The Apps will 

be created using ‘App Inventor’ which is currently a copyright free software programme. Figure 

1 represents the process which will be carried out throughout the project. 

A set of resources have been developed in order to help schools and teachers to carry out this 

proposal: 

 

Materials 

A new set of curricula materials has been developed to help and guide teachers in the 

implementation of this new pedagogical proposal. Materials, along with activities, 

methodological guidelines, and evaluation criteria can be downloaded from a Generalitat of 

Catalonia open website and can be uploaded to the school´s learning management system 

(Moodle). Schools are able to adapt them to their own needs and student profiles or use it 

directly with no personal adaptations made. 

 

Fig.1. Process throughout the project 

 
The course is divided into thematic blocks, using an order which builds on the contents form 

each previous block, that include documents, presentations, questionnaires, and links, in addition 

to information for teachers regarding timing, assessment and a teacher’s guide. 

The methodology used throughout the course of this subject is the ‘Collaborative Approach’. For 

this reason, mostly all tools used by students are Web 2.0 tools which are both free and 

shareable: Drive, Mind42, Balsamiq, App Inventor, Blogger, Sites, Youtube, Prezi, Zoho, Gmail, 

Skype, and Hangout. 

 

The structure of the course is as follows: 
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1. Introduction: Teacher’s guide and Technical requirements 

2. Teacher information per term: Term planning, Assessment criteria and Activity list 

3. Content modules (each block has the same structure): Instructions for the teacher, Work plan, 

Materials (documents, links, videos, images) and Activity tasks (forums, questionnaires,  

document delivery) 

 
In-service Teacher Training 

The Department of Education has launched an in-service teacher-training programme for those 

teachers who choose to implement the course. The structure of this online course is set up in such 

a way that the teachers taking it will go through the same process and tasks as their students. In 

this way, teachers are familiarising themselves with the subject’s contents and methodology and 

solving any doubts before implementing it in the classroom. The training is scheduled up to 30 

hours as a MOOC. Over 600 teachers have taken this course in these two years of App Education 

Course implementation. The final assessment of the course is based on the teachers’ portfolio 

where examples of the students’ work must be documented and clearly shown. 

 

Networking 

Teachers can have ‘virtual’ contact within an online VLE (Xarxa docent Educat - 

educat.xtec.cat) in order to share their experiences and concerns with other teachers who have 

been giving the subject this current school year. 

Mentoring 

Involvement of mobile industry professionals supporting and mentoring student projects allows 

students and teachers to be in contact with companies and practitioners in all relevant areas of the 

mobile industry. School and industry interaction is built within the course to instil students with 

initiative and entrepreneurship skills as defined by the EU as one of the key competences, along 

with the ability to turn ideas into actions with creativity, project planning and management. 

 

App Awards 

App Awards: as a closing ceremony of the school year, schools that implement App Education 

Course have the opportunity to present the work of their students to App Awards. This contest 

begins with and exposition area where the finalist projects, chosen among all the presented 

projects due to their quality, are presented by the students. A jury of specialists visit each stand 

and ask students to pitch their products, evaluating them on a set of criteria central to the App 

Education Course. The public attending the event can also vote for the best project. The aim of 

these awards is to engage students throughout the school year and to motivate them to excel in 

their work. 

 

Evaluation 

In June 2014, an online questionnaire was administered to teachers who followed the training 

course. It asks for assessing the didactic materials developed, the involvement of the students, 
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the experience of interacting with experts and the training course. Each section consists of four 

items that should be rated on a scale of 1 to 4, 1 being the least satisfaction and the highest 4. Of 

the 200 teachers participating in the training course 62 questionnaires were collected (31% rate 

of response). Figure 2 shows the graph of the answers. 

An online questionnaire was also administered to students related with teachers who followed 

the training course. The questionnaire asks for considering how different aspects of the project 

contribute to their personal skills on a scale of 1 to 4, 1 being the least satisfaction and the 

highest 4. It also asks the influence of the proposal on their future academic screening, as well as 

chose what sections of the course they consider the most interesting. Of the 6000 students 

surveyed were received 134 questionnaires (22.33% of responses). Figures 3, 4 and 5 are the 

answers. 

 

Fig.2. Answers to teachers’ questionnaire 

 
 

Fig.3. Self-perceived project’s contribution to personal skills 
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Fig.4. Influence of the proposal on students’ future academic screening 

 
 

Fig.5. Assessment of course sections 

 
 

The analysis of these results led to a review of the training course for teachers, both in terms of 

its structure and dynamics and materials. It also led to a review of the proposal itself conducting 

educational settings. 

 

In June 2015 both online questionnaires were administered and data are currently under analysis. 

A third survey has been added in order to track students' academic development of the first 

promotion (2013-2014) with the aim of analysing their academic itineraries in post-compulsory 

education to try to establish whether there is correlation between the educational proposal and 

the choice of technological studies. 

 

MOBILE HISTORY MAP 

Mobile History Map advocates the use of mobile technology applied to non-technological 

subjects and encourages learning with mobile technologies. It consists of a geo-positioning app 

platform allowing students to collaboratively create content about points of interest close to their 

schools. Content is scientifically evaluated and curated by teachers and educational experts 

constituting a catalogue of information about points of interest in Catalonia accessible for 

everyone. 
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608 schools, 774 teachers and over 4000 students are involved in this project. It has been created 

1747 points of interest and 3242 contributions related to these points. 

MOBILE LEARNING AWARDS 

The mSchools Mobile Learning Awards reward those who use and experience technologies 

within academia demonstrating the educational possibilities of mobile devices in schools. These 

awards honour innovative teacher and student led projects that recognize the comprehensive role 

of Mobile Technology in Education. 

 

Competing categories include awards to the best contents added to Mobile History Map, 

Innovative Schools regarding experiences on educational use of mobile devices and a Video 

Competition based on productions made by students about the use of Mobile Technology in 

schools. 

 

The credibility of these awards has been built on an extensive panel of experts and professionals 

in education and mobile technologies. Awards are given upon creativity, coherence and technical 

development. 

 

The Mobile Learning Awards were launched in 2013 with the participation of 44 schools and 92 

contributions. In 2014 the number of schools was 115 and 253 contributions and in 2015, 156 

schools and 289 contributions. 

 

TOOLBOX 

Toolbox is an initiative whose goal is to create a showcase of applications for mobile devices 

where the educational community may find useful applications to improve learning processes 

and teaching practices. Toolbox users can access a library of applications selected and evaluated 

by expert teachers, who will define each application with a series of descriptive tags that will 

define its typology and its defining relevant aspects (age, subject, stage, type of resource ...). 

These experts will analyse the applications and make an assessment by describing the strengths 

and weaknesses of the app present. They will also enrich the assessment with a descriptive 

comment that will show the possibilities offered by the application for its educational use. 

Multiple assessments by different evaluators will give an average evaluation of the application. 

Toolbox aims to create a community of potential users that will enrich the platform with new 

applications evaluated out of their analysis and use. 

One of Toolbox's distinguishing features compared to other similar platforms is its vocation of 

becoming a useful element for the educational community. Applications may include examples 

of good practices where the teacher can explain how the application has been used in the 

classroom: activities, tasks, projects where the application has been used, timing and assessment 

methodology. This should be helpful in order to encourage other teachers to use those evaluated 

applications in their lessons. Any registered teacher may suggest applications, evaluate them and 

enrich this assessment with classroom experiences. 
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Toolbox initially offers evaluations of applications in the two major mobile operating systems: 

iOS and Android. Toolbox contains more than 250 app evaluated, and more than 350 different 

evaluations done by experts of the TAC Service and teachers of the Catalan Department of 

Education. 

MSCHOOLS LAB 

mSchools Lab is an initiative to promote the collaboration between mobile technology providers 

and educators focused  on the production and implementation of services and products in real 

work environments. It consists on a testing environment in real-life situations where users and 

companies co-create innovation in and for schools, thus becoming a means for schools to share 

their ideas and their needs, giving provider’s inspiration for the creation of better mobile 

solutions and services. This initiative is currently at its starting point. 

The main mSchools Lab goals are: 

¶ Provide the educational community with solutions to their needs regarding mobile 

technologies. 

¶ Speed up the process that goes from the initial idea to the active stage. 

¶ Co-create and improve solutions provided by mobile technologies and education. 

¶ Do research and create new opportunities for launching new products and services. 

¶ Contribute to the development in the territory of a sustainable industry in the field of 

mobile technologies applied to education, by improving its success and capacity to create 

work. 

 

CONCLUSIONS 

The mSchools programme has developed a series of projects based on learning with mobile 

technology focused on improving learning and the achievement of digital competence and 

entrepreneurship as two of the fundamental skills for the 21st century.  It has also allowed to 

standardize the use of mobile phones in schools, banned fairly often, and showed students their 

potential beyond entertainment and communication. 

 

The methodologies of project work (PBL), based on collaborative and interdisciplinary 

environments allow students to learn in a way that improves the motivation. In addition, the 

programme promotes computational thinking, critical thinking and analysing and solving 

problems, taking into account that coding is also a form of communication.  The increase in the 

participation of the schools in this project, as well as the quality of the projects gives the measure 

of success of the programme. This is just the starting point for other projects to come, for 

example, the introduction of coding in primary education and technology campus for young 

people. 
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ABSTRACT 

 

Although teacher education and the teaching profession in Ireland have undergone considerable 

structural change, some inertia in the structures persists, affecting teacher education and posing 

barriers to the introduction of desired school curricula, such as Computer Science. Thus the 

question is posed:  where is there significant structural inertia in the system and how does it 

affect the introduction of Computer Science to the school curriculum? The lack of teachers 

qualified to teach Computer Science to an appropriate level and suitably qualified to meet the 

state Teaching Council requirements is a second issue of inertia. Few Computer Science 

graduates undertake teacher education courses and the state’s requirements for their recognition 

to teach possibly fast-changing school curricula are unclear. Two initiatives undertaken at the 

authors’ universities, quantify and address this issue.  Each surveyed purposive samples of 

potential Computer Science teachers to determine their relevant qualifications and willingness to 

teach Computer Science. The findings underline the difficulty of matching teachers’ 

qualifications to the state’s likely requirements for recognition, stressing the need for flexible 

structures for teacher recognition and to remove the hindrances to teacher educations’ ability to 

respond effectively. 
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RECOGNISING AND ADDRESSING INERTIA AFFECTING TEACHER 

EDUCATION: A CASE STUDY CONSIDERING COMPUTER SCIENCE 

IN THE REPUBLIC OF IRELAND  

 

INTRODUCTION  

 

Inertia can affect teacher education in many ways. In a given education system, for example, 

institutions with a major responsibility for teacher education – typically, university schools or 

departments of education – may experience a variety of internal constraints that inhibit change. 

However, they may also be constrained in bringing about change by their dependence on other 

bodies in the education system and by the mutual relationships of power or control among these 

bodies. This paper considers the latter case. Focusing on the Republic of Ireland, it explores the 

ways in which current relationships between key stakeholders in the Irish education system are 

causing difficulties in instituting and implementing rapid curricular change. In particular, it 

examines the situation with regard to the introduction of Computer Science as an academic and 

nationally assessed subject in the school curriculum. Against this background, it draws on two 

studies exploring teacher readiness (or unreadiness) for teaching aspects of Computer Science, 

and discusses the ways in which the situation is being and might be addressed. 

 

While the paper presents a case study of inertia in Ireland, the choice of Computer Science 

makes the study more widely relevant, for two reasons. First, there is pressure in many countries 

for its immediate introduction to, or expansion in, the school curriculum (see for example: Bell et 

al., 2010; Brown et al., 2014). Secondly, the fast-changing nature of Computer Science itself 

means that the curriculum specifications should be able to be altered quickly, so that the content 

and skills remain relevant for the students taking the course. A system that is slow to change 

experiences problems in both respects. 

 

It should be noted that ‘inertia’ is used above in the popular sense of being a tendency to do 

nothing or to remain static. However, in dealing with a scientific subject, perhaps the more 

technical meaning should also be considered: Newton’s Law of inertia states that every body 

remains in a state of rest or of uniform motion in a straight line, except when it is compelled to 

change that state by the imposition of an external force. The second situation – continuing in a 

given direction after initial impetus – can refer to cases where, say, organisations have been 

forced to change in a manner that makes it more difficult for them to achieve their aims. Both 

situations are relevant in this paper; however, in the discussion below, the popular one 

(remaining static) is intended unless otherwise specified.  

 

A second point to note is that, in focusing on Computer Science, the authors are distinguishing 

the subject from other aspects involving so-called ‘digital technology’: 

 

[Digital technology] in school curricula is often diluted because it has to cover three quite 

different directions: (1) using computers as a tool for teaching (e.g. e-learning), (2) using 

computers as a tool for general purpose applications (sometimes called ICT ), and (3) 

computing as a discipline in its own right (including programming and CS [Computer 
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Science]). Sometimes administrators and leaders confuse these roles, and this can make it 

difficult for Computer Science to be visible as a discipline in its own right (Bell et al., 

2010, p.17, emphasis added). 

 

It is outside the scope of this paper to argue the case for Computer Science in the school 

curriculum or indeed to consider how the subject might best be taught and learnt. The case is 

well made, and the teaching and learning issues are considered, elsewhere (for example by 

Grover et al., 2016; Mayer, 2013; Robins et al., 2003; Zendler, 2015; Sentence et al., 2013). The 

desirability of offering Computer Science courses is accepted here as a premise for the 

discussion. It is also outside the scope of the paper to tease out any differences in intended 

meaning between the terms ‘computing’ and ‘Computer Science’, as usage is not universally 

consistent.  

 

The paper has two main parts. In Part 1, a top-down approach is employed; an analysis is 

provided of the structural inertia – inertia due to features of the structure of the system – in the 

Irish education system and of its consequences for teacher education in relation to preparing or 

developing the teaching profession for curriculum change, in this case Computer Science. This is 

then complemented in Part 2 in identifying and addressing teacher readiness to teach computer 

science. Finally there is a conclusion which brings together findings from both parts. 

 

PART 1: STRUCTURAL INERTIA IN THE IRISH EDUCATION SYSTEM  

 

For education systems in general, there are key stakeholders with significant roles. Typically 

these include a Ministry of Education or its equivalent, with overall responsibility at the level of 

the state; bodies dealing with the design and implementation of school curricula; agencies 

running state examinations; those dealing with teacher accreditation; and institutions providing 

initial and continuing teacher education. Several bodies may share some of these roles, and 

some bodies may address more than one role; the distribution of roles, and the relationships 

between the bodies, affect the ways in which the systems work. The systems may also be subject 

to political and economic forces, such as those exerted through programmes of government and 

by business and industry. Students, teachers and parents also are vitally concerned; in some 

systems they may be represented on the various bodies, or there may be structures allowing them 

to influence the decision-making process.  

 

Key stakeholders in Ireland 

 

In Ireland, four key stakeholders are identified for the purposes of this discussion. 

 

1. The body with overall responsibility for education is the state Department of Education 

(or Education and Science, or Education and Skills – the name has changed over the 

years, but for convenience here the shortest version is used) (www.education.ie). 

2. Curricula are devised, and criteria for assessment set out, by the National Council for 

Curriculum and Assessment (NCCA) (www.ncca.ie). Its official role is to advise the 

Minister for Education on curriculum and assessment. 

http://www.education.ie/
http://www.ncca.ie/
http://www.ncca.ie/
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3. The teaching profession is regulated by the Teaching Council (www.teachingcouncil.ie), 

which registers teachers and also accredits initial teacher education programmes. In 

recent years, it has drawn up stringent and detailed criteria with regard to the 

qualifications required for intending teachers to be registered for the various subject 

areas. 

4. Initial teacher education is carried out largely by institutions of higher education – in 

particular by university schools, departments or colleges of education. These bodies also 

provide continuing professional development, for example through Master’s degree and 

diploma programmes. 

 

The relationships between the first three bodies are of especial interest here. Both the NCCA and 

the Teaching Council operate ‘under the aegis’ of the Department of Education 

(www.education.ie/en/The-Department/Agencies/). Inspectors from the Department sit on the 

NCCA committees that devise curriculum specifications, allowing for Departmental input and 

also for structured interchange of ideas between the two bodies with regard to individual subject 

curricula. However, the NCCA is not represented on the Teaching Council. This may have led 

to, or may exacerbate, the current mismatch between the courses listed on the NCCA website 

and those for which qualification requirements are specified by the Teaching Council. The lack 

of official communication between the NCCA and the Teaching Council is therefore identified 

as a major source of inertia with regard to rapid introduction of new subjects to the curriculum 

and timely accreditation of teachers who can to teach them. Inertia also results when the 

Department and the NCCA are pursuing different policies, or differently nuanced policies, with 

regard to the introduction of new subjects. Examples of both situations are given below. 

 

The structures have evolved in recent decades, especially since the NCCA and the Teaching 

Council became statutory bodies in the first decade of the present century. Historically, the 

Department of Education played many of the roles now played by the other bodies: designing 

and overseeing implementation of curricula, offering courses (albeit short and not leading to 

certification) for teacher professional development, and having responsibility for registering 

teachers. It is the relocation of some of these functions to the other bodies that has produced 

structural inertia as identified above. The situation is well illustrated by considering what 

happened in relation to Computer Studies courses in the 1980s, and comparing it with what is 

happening now with regard to Computer Science, as follows. 

 

Illustration: Computer Studies / Computer Science 

 

In the 1970s, there were calls for the introduction of Computer Studies as a subject: a subject 

sharing many features with Computer Science, but typically giving less emphasis to technical 

issues and more to applications of computer technology and to the social implications of 

computerisation (Oldham, 2015). The Computer Education Society of Ireland (a voluntary body 

composed mainly of teachers interested in what was then known as ‘computers in education’) 

lobbied the Department on the subject, and was eventually asked to send representatives to a 

crucial meeting that led to the introduction in 1980 of a Computer Studies module in the 

Mathematics course for the senior cycle of second-level schooling (at the time, grades 11 and 12) 

(Department of Education, 1980). The inspector in charge of the area dealt with certification for 

http://www.teachingcouncil.ie/
http://www.education.ie/en/The-Department/Agencies/
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participating students; he also formed a team of people who gave short professional development 

courses for teachers. The same inspector later chaired a Departmental syllabus committee that 

produced a course for the junior cycle of second-level school. His team members who taught the 

professional development courses also developed teaching materials that were circulated to 

schools. While the start of the process in the 1970s was felt to exhibit inertia at the time 

(Oldham, 2015), the extent to which a few bodies – including one main stakeholder, the 

Department – were involved in many roles led to comparatively smooth working. To close this 

chapter of the story: ‘Computer Studies’ went out of fashion in the 1990s, notably with the 

arrival of the World Wide Web, and both the junior cycle course and the senior cycle module fell 

into disuse. It is perhaps ironic that the senior cycle module was officially discontinued only in 

2013 (Department of Education and Skills, 2013) around the time when the drive to introduce 

Computer Science was gaining momentum. 

 

The current situation is in marked contrast. Pressure for introducing a Computer Science course 

is coming, not just from a voluntary body of enthusiasts, but from business and industrial 

interests (chiefly for economic reasons), from the universities (looking for recruits to their own 

Computer Science and allied courses), from sections of the media, and from those in education 

who support the development of computational thinking as a potential right for all students and a 

form of creativity that can make life meaningful for others (Google, 2014; Maguire & Power, 

2015; Maynooth University, 2014; Wing, 2006). However, with more stakeholders involved than 

in the 1970s, it is much less easy to keep contact with key personnel and to lobby effectively. 

Moreover, the key stakeholders have not been fully in accord amongst themselves; they are 

discussed in turn, providing the examples illustrating structural inertia as mentioned above.  

 

1. The Department of Education has not been in favour of introducing Computer Science 

(personal communications, Third Level Computing Forum meetings, 2014-2016). Its 

main support has been given to the uses of ICT in teaching and learning, and hence to the 

first of the three categories decribed by Bell et al. (2010) and quoted above. This is 

consistent with the approach emphasised in its Digital Strategy (Department of Education 

and Skills, 2015). The Digital Strategy does mention ICT skills, the second category 

distinguished by Bell et al. (2010); programming and computational thinking are 

mentioned also, but the language used is that of skill development rather than subject 

knowledge and understanding. Thus, as regards Computer Science, there is inertia in 

potentially the most powerful of the key players – though the Digital Strategy does refer 

the issue of developments at senior cycle level to the NCCA for consideration.  

2. By contrast, the NCCA has been proactive. In moves oddly reminiscent of earlier times, 

it has already introduced a short course on ‘coding’ as an optional module in the junior 

cycle curriculum (www.juniorcycle.ie/Curriculum/Consultation/Short-

Courses/Programming-and-Coding) and has been considering the introduction of 

Computer Science into the senior cycle via a module in the Applied Mathematics course. 

In May 2016, it invited tenders “for a review of the provision of courses in ICT in senior 

cycle education in a number of jurisdictions” (NCCA, 2016, p. 3). At the time of writing, 

the outcome – of the tender process, and a fortiori of any curricular initiative following 

from the research – is unknown. However, it is notable, and disappointing for the 

proponents of Computer Science, that the tender deals with both the second and the third 
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categories described by Bell et al. (2010), rather than specifically focusing on Computer 

Science. Reference is made in the tender document (NCCA, 2016, p. 4) to an earlier 

NCCA commissioned study that did not support the introduction of Computer Science; 

that study noted, inter alia, that specialist teachers would be difficult to find (O’Doherty 

et al., 2001).  

3. The situation for the Teaching Council is perhaps the most remarkable. While the 

Council’s role does not include playing a leading part in the introduction of new subjects, 

it would be useful if the Council worked in tandem with the NCCA in matching teachers’ 

qualification requirements to the subjects in the present curriculum and in being ready to 

specify required qualifications in any new areas. However, the document specifying the 

required qualifications for teachers registering after 1st January 2017 – hence, for current 

preservice teachers – lists just one apparently relevant subject, “Computer 

Studies/Information and Communications Technology (ICT)” (Teaching Council, 2013, 

p.21); this does not correspond to any course mentioned by the NCCA. Moreover, 

reference is made to the Computer Studies curriculum for Senior Cycle students, DES 

circular M3/80 (Department of Education, 1980): the module devised in 1980 and 

formally abolished in 2013, as described above.  

 

Altogether, therefore, the structural inertia displayed in the unsatisfactory interfaces between the 

three stakeholders is exacerbated by inertia within these bodies. This does not bode well for the 

rapid introduction of Computer Science and the provision of teachers qualified to teach it. 

 

Teacher education 

 

So far, little attention has been paid to the last of the four key stakeholders named above: 

institutions concerned with teacher education, in particular for teaching at second level. It is 

suggested here that these institutions – notably, university schools or departments of education – 

are suffering from the second form of inertia discussed in the Introduction: they have been 

subject to external forces that have propelled them in directions not necessarily of their own 

choosing.  

 

Historically, the relationship between the providers of initial teacher education for second-level 

teaching and the Department of Education was one of trust. The teacher education institutions 

devised, and at intervals revised, their own programmes of teacher education, subject only to 

broad guidelines about the range of subjects offered and the minimum amount of school-based 

teaching practice to be undertaken by the preservice teachers. The institutions sent the 

Department the names of those who had attended the relevant courses and had successfully 

completed the teaching qualification in accordance with the Department’s requirements. Now, 

however, responsibility for accrediting teacher education programmes has passed to the Teaching 

Council. Consequent changes include the lengthening of most initial teacher education 

programmes (from three years to four for ‘concurrent’ programmes leading to a Bachelor’s 

degree, and from one year to two for ‘consecutive’ programmes offered to graduates), together 

with the introduction of more detailed requirement regarding programme design and 

implementation. The former development had been considered for many years, and in general is 

welcome; however, the resulting increased workload for teacher educators certainly obviates any 
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suggestion that the institutions are suffering from inertia in its popular meaning of being static. 

With regard to identifying structural inertia, it can be noted that initial teacher education is 

perhaps under-represented on the Teaching Council (two representatives of the ‘Colleges of 

Education’, dealing with primary teachers, and two other university representatives, among 37 

members); this may contribute to an imbalance of power between the Council and the 

institutions. 

 

The forces impinging on teacher education institutions also include the Sahlberg Report 

(Sahlberg, 2012), which among other things recommends reorganisation and regrouping of the 

institutions. This has been less welcome, not only because of the extra workload affecting 

teacher educators during the period of negotiation and change. The initiative can be seen as one 

aspect of “the emergence of systematic state intervention in higher education” (Walsh, 2014, p. 

52); indeed, according to one teacher educator, it “…provides a classic, legitimizing device for 

opportunistic policy-action against a rhetoric of austerity and ‘necessary’ reform. It is in many 

ways a tipping-point in a long-standing contestation of the policy-space around teacher 

education” (Galvin, 2016, n.p.). This again raises issues connected with power. 

 

However, such issues are not the focus of this paper. Rather, attention is now turned to 

ascertaining the need for teacher education for Computer Science, especially by examining the 

readiness of those currently in the profession to teach the subject. 

 

PART 2: EMPIRICAL STUDY ï TEACHER READINESS FOR COMPUTER SCIENCE  

 

Context 

 

As indicated above, it is a premise of this paper that a Computer Science course should be 

introduced into the senior cycle of the Irish second-level curriculum. This gives rise to questions: 

 

A. If a course were to be introduced in the near future, would there be enough teachers 

interested in teaching it? 

B. For interested teachers: 

a. Do they have the requisite knowledge and skills to teach the – likely – content of 

a course? 

b. Do their formal qualifications match the – likely – requirements specified by the 

Teaching Council? 

c. Do they feel ready to teach such a course? 

 

To quantify and address these issues, two initiatives have been undertaken at the authors’ 

universities, covering the two geographical jurisdictions in the island of Ireland. Each involved 

surveying purposive samples of potential teachers of Computer Science (or topics relevant to 

Computer Science), as well as providing teacher education that would improve subject 

knowledge, albeit not yet within a format that would obtain Teaching Council recognition. The 

survey data provide the second part of this paper, a case study covering the two initiatives: 

Bridge21 (Professional Development for Computer Science) and The Programming Studio, 

described in turn below.  While they cannot provide comprehensive answers to the above 
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questions, they offer the best means currently available of addressing teacher readiness for 

Computer Science. 

 

Bridge21 

 

Bridge21 is a pragmatic, social constructivist educational model designed in Trinity College 

Dublin to assist teachers integrate skills oriented, activity driven, collaborative, technology-

mediated learning activities into second level classrooms (Lawlor et al., 2016). The name reflects 

its focus on a 21st century approach to teaching and learning (Fisher et al., 2016). The model was 

initially applied to courses for school students experiencing computer programming as a ‘taster' 

for university Computer Science (Tangney et al., 2010); it has also been used to enhance the 

teaching and learning of mathematics (Bray et al., 2015). 

 

In response to the need to help teachers prepare for teaching computing in general and 

programming in particular, the Bridge21 model has recently been adapted to provide apprpriate 

professional development. The programme consists of six core computing workshop modules. 

Each workshop lasts one day, and is delivered on campus in Trinity College Dublin (Bridge21, 

2016). The data used in this paper were obtained from the administration of a questionnaire 

completed by consenting teachers attending the workshops. The questionnaire was broadly 

informed by the Theory of Planned Behavior (TPB), which provides a structure geared towards 

linking abstract concepts with enhanced behavioral change in the context of understanding 

teachers’ decisions to use technology in classroom teaching (Lee et al., 2010) and hence to 

explore teacher readiness for teaching Computer Science. Questions were adapted from the 

instrument used by Tangney et al. (2010) to explore student attitudes to computer programming. 

In particular, the questionnaire was designed to elicit data on teachers’ knowledge and skills, 

qualifications, and attitudes to programming; for the latter, 7-point Likert-type items were used 

to grade responses from 1 = Strongly Agree to 7 = Strongly Disagree. Questions relevant to this 

paper are shown in Appendix A.  

 

Teachers attended the workshops on a self-selecting basis, with some teachers attended only one, 

while others attended several. Questionnaires were completed at the start of each workshop. The 

data is drawn from unique responses. A total of 72 such responses were processed from 260 

attendances covering the delivery of 20 workshops over the 2013/2014 academic year.  

 

The Programming Studio 

 

The Programming Studio was a collaborative research project carried out in Northern Ireland and 

the Republic of Ireland, aiming to address the key question: are there currently teachers in 

schools in both jurisdictions with the capacity to teach programming to examination classes? 

The first phase of the research surveyed a purposive sample of potential teachers of 

programming in order to establish their motivation, willingness, competency and self-efficacy 

towards programming. For the second phase, a series of online courses was created, addressing 

the content knowledge required to build a simple game in Scratch, GameMaker or Greenfoot; the 

reactions of teachers taking the courses were monitored (Cowan et al., 2015). 
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The first phase is considered in this paper. The parts of the survey relevant for this paper were 

designed to elicit biographical information (gender, age group, number of years in teaching, and 

qualifications); reported knowledge of programming languages; and attitudes to programming 

and to teaching it. For the latter, items were drawn chiefly from versions of the Technology 

Acceptance Model (TAM), which relates constructs such as perceived usefulness and perceived 

ease of use of technology to behavioural intention to use it (Davis, 1989; Venkatesh et al., 2003; 

Teo, 2012).  The items were adapted to address programming; a 5-point Likert-type format was 

used. The questions aligned to ones in the Bridge21 questionnaire are shown in Appendix B. 

 

The details of the Northern Irish sample are not relevant to this paper. In the Republic of Ireland, 

the survey was made available online to members of the Computers in Education Society of 

Ireland (formerly the Computer Education Society of Ireland, mentioned above), as it was the 

likely home for teachers interested in teaching programming; access was offered, also, to a few 

participants in professional development courses. Data were collected towards the end of the 

2013/2014 academic year.  There were 161 respondents, 99 of them from the Republic. 

 

Exploratory factor analysis of the TAM items for all 161 respondents revealed a five-factor 

model with reliabilities (as measured by Cronbach’s alpha) greater than 0.7, and accounting for 

58% of the variance. For each factor, the possible scores range from 1 (strongly disagree with all 

items contributing to the factor) to 5 (strongly agree with all), with 3 representing the neutral 

score. The factors did not correspond exactly to those in the standard versions of TAM. The two 

factors of relevance for this paper were labelled ‘Perceived Usefulness for Teaching’ (PUT) and 

‘Perceived Ease of Use’ (PEU) (Cowan et al., 2015). Their characteristics are shown in Table 1. 
 

Table 1. Factor details (number of items, reliability) with selected items. 

Factor No. of 

items 

Specimen item(s) Alpha 

PUT 

(Perceived 

Usefulness for 

Teaching) 

7 Being able to teach a programming language 

enhances my effectiveness as a teacher. 

I would be keen to introduce programming in 

my school. 

.889 

PEU 

(Perceived Ease of 

Use) 

4 Teaching programming is easy. 

Programming is easy. 

.838 

 

Research Questions 

 

The three parts of question B for interested teachers stated above were : 

1. Do they have the requisite knowledge and skills to teach the – likely – content of a 

course? 

2. Do their formal qualifications match the – likely – requirements specified by the 

Teaching Council? 

3. Do they feel ready to teach such a course? 

 

These can now be operationalised as research questions for the case study as follows: 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

90 

 

1. What knowledge and skills relevant to teaching Computer Science do the teachers report? 

2. What are their formal qualifications in Computer Science and allied areas? 

3. What are their attitudes to teaching programming? 

 

Methodology 

 

The authors followed an exploratory case study structure, accommodating a multiple case 

design; it provided a template for the authors to document the context, case and description of 

each research setting (Yin, 2013). Such designs offer challenges in producing a framework to 

synthesise results (Leonard-Barton, 1990); however, they provide a unique opportunity to 

describe and then compare the set-up and delivery of research across contexts, bringing to light 

similarities and differences in implementation (Eisenhardt, 1991).  

 

The research contexts of the two cases are described and details of the studies are given above. 

Sections from the two questionnaires were merged to allow the research questions to be 

addressed. First, common or similar questions in both instruments were identified; for example, 

both instruments asked about gender and age. Then, categories were matched where possible; for 

example, the age ranges specified in the two instruments had a common boundary at age 35, 

allowing for grouping of responses into the same categories. 

 

The two data sets were already in SPSS, and authors had access to the files on account of their 

involvement in one or other of the studies.  Frequency tables were compiled to provide an 

overview of teachers’ reported knowledge, skills, qualifications and attitudes for each study. The 

relationships between attitudes and other variables were explored using crosstabulations 

(Bridge21) and comparisons of the mean TAM scale scores obtained by, for instance, different 

age groups (The Programming Studio). Tests of significance were applied where relevant.  

 

Findings  

 

The profiles of the achieved samples in terms of gender, age and number of years teaching are 

shown in Table 2. Two-thirds of the Bridge21 respondents, but only one-fifth of The 

Programming Studio respondents, are female. The Bridge21 respondents tend to be older but to 

have fewer years of teaching experience, suggesting that more of them are latecomers to the 

profession or had had a break in their teaching careers. 

 

Table 2: Profiles of Participants 

Variables  Bridge21 

 (N=72) 

The Programming Studio 

(N=99) 

Gender (%) Female 66.7 20.2 

 Male 33.3 79.8 

Age (%) ≤ 35 40.3 47.5 
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 ≥ 36 56.9 52.3 

Years 

Teaching (%) 

≤ 6 40.3 30.3 

 7-16/19 * 40.3 40.4 

 > 16/19 ** 18.1 29.3 

*Bridge21: 7-16 and > 16, ** The Programming Studio: 7-19 and > 19 

 

The respondents’ knowledge and skills were not assessed directly, but proxies are provided by 

their responses are shown in Table 3. It is notable that, at some time in the last three years, over 

40% of the Bridge21 respondents had used the language Scratch and almost 20% had used 

HTML in their teaching. By contrast, just under 20% of The Programming Studio respondents 

asserted that they could teach Scratch to students, with under 10% making the claim for HTML. 

 

Table 3: Knowledge of Programming Languages 

 Bridge21 

(N=72) 

The Programming Studio 

(N=99) 

Language Use in teaching 

in last 3 years 

(%) 

Could teach students (%) 

Scratch 41.7 19.2 

JavaScript 5.5 1.0 

Java 5.5 2.0 

HTML 18.1 9.1 

Python 6.9 1.0 

Raspberry Pi 5.5 3.0 

 

The Bridge21 respondents who claimed to have used the various languages in their teaching may 

not actually have taught their students to program. However, the data in Table 4 suggest that 

many did. Of the Bridge21 sample, more than half are teaching a subject that they identify as 

‘Computing’ (which is likely to involve programming); the proportion teaching or who recently 

taught ‘programming’ in the The Programming Studio sample is only 15%.  

 

Table 4: Relevant teaching 

 Bridge21 The Programming Studio 
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(N=72) (N=99) 

 “Computing” (%) “Programming”* (%) 

Yes 55.6 15.1 

No 44.4 79.8 

*Now/recent 

 

As regards qualifications, the data are shown in Tables 5a and 5b. Over a quarter of the Bridge21 

respondents have a third-level qualification (not necessarily a degree) in computing. Although 

almost four-fifths of the The Programming Studio respondents had taken a degree in that was 

coded as being in a technology area, very few of the reported qualifications were identifiable as 

being in Computer Science.  

 

Table 5a: Relevant qualifications - Bridge21 

3rd level qualification in computing (N=72) 

Yes (%) 27.8 

No (%) 72.2 

 

Table 5b: Relevant qualifications - The Programming Studio 

Degree subject area (N=99) 

Technology* (%) 78.8 

STEM but not Technology ** (%) 8.1 

Non STEM (%) 14.1 

*Technology - e.g. Construction Studies, ICT 

**STEM - Science, Technology, Engineering and Mathematics. 

 

For the questions on attitudes in the Bridge21 questionnaire, the focus was on item level 

information; the distribution of responses for items referring to programming or to teaching it are 

shown in Table 6. The ‘neutral’ response is 4. Some 36% are unsure (to varying degrees) of their 

ability to program; almost the same number are not confident of their ability to teach 

programming. While less than 10% stated that programming is too difficult for them, only 

around a quarter reported thinking that they were good programmers. 

 

Table 6: Bridge21 questionnaire - distribution of responses to questions on computing / 

programming (percentages) (N = 72 ). 

Question 1* 2 3 4 5 6 7 Omit  

1. I am very unsure of my 

ability to use computers for 

 8.3  12.5  16.7 16.7 12.5 19.4 9.7 5.6 
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programming 

2. I am very confident in my 

ability to teach computer 

programming 

6.9 15.3 16.7 18.1 19.4 11.1 6.9 5.6 

5. Computer programming is 

too difficult a topic for me 

1.4 2.8 5.6 9.7 15.3 31.9 27.8 5.6 

6. I think I am a good 

computer programmer 

5.6 9.7 9.7 29.2 19.4 12.5 8.3 5.6 

*Scale arranged: 1-Strongly Agree to 7 - Strongly Disagree.  

 

For The Programming Studio, the adapted TAM gave rise to scale scores rather than item level 

information; as noted above, the scale scores range from 1 to 5, with 3 as a ‘neutral’ score. 

Summary statistics are shown in Table 7. The mean score of 2.77 for PEU, together with the SD 

of .69, indicates that many of the respondents regard programming and/or teaching it as 

challenging.  In this respect, their reported knowledge and skill compare somewhat unfavourably 

with those of the respondents from Bridge21.  However, a generally positive disposition towards 

the teaching of programming is reflected in the values for PUT. 

 

Table 7: The Programming Studio – means and standard deviations of scores on TAM scales 

TAM scale Mean Standard Deviation 

PUT 
(Perceived Usefulness for Teaching) 

3.67 0.78 

PEU 
(Perceived Ease of Use) 

2.77 0.69 

 

Exploration of possible relationships between the attitude scores and the other variables of 

interest – gender, age, length of time teaching, and qualifications – revealed few clear trends.  

Crosstabulations for the Bridge21 data gave some indications of associations between, for 

example, number of years teaching and confidence with regard to teaching programming, in 

favour of the early career teachers. Frequencies are too small to support chi-square tests. For The 

Programming Studio, t-tests for PEU unsurprisingly revealed significantly higher mean scores 

for those who reported teaching programming now (or recently) than for those not doing so 

(p<.05).  There was a tendency for older teachers and those who had taught for longer to have 

higher score for PEU, but the differences did not reach significance.   

 

Discussion  

 

Bearing in mind that the purposive samples for the studies were designed to access teachers with 

a predisposition to be interested in teaching Computer Science (and perhaps with a background 

in the subject or related areas), the findings give cause for some concern. The knowledge and 

skills (as reflected in reported teaching experience and intentions as well as qualifications) 

suggest that many respondents would need to undertake further study in order to be recognised 
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as teachers of Computer Science and to teach the subject to a high standard.  Moreover, from the 

responses to the attitudinal questions, it appears that many of the teachers felt at least somewhat 

unready to undertake such teaching. 

 

Differences between the two groups are consistent with their different definitions: one group was 

composed of people already undertaking study with regard to Computer Science, while those in 

the other belonged to an organisation interested in IT in education and in addition were 

sufficiently interested to complete a questionnaire on programming. The former group reported 

greater knowledge and skills and possessed more relevant qualifications. An interesting 

difference in the two groups was that less-experienced teachers in the Bridge21 group indicated 

greater confidence, but in The Programming Studio group the more experienced teachers were 

somewhat associated with greater ease of use. Further research is needed based on the Bridge21 

data, for example with larger purposive samples to improve reliability or by examining the 

qualitative data from the questionnaire, not considered in this paper, to discover connections 

between the teachers responses. 

 

A limitation of the study is the fact that merging the results from two separate research 

instruments to explore human behaviours is problematic (Podsakoff et al., 2003; see also Gray 

(1989)). However, as pointed out above, the data are the best available at the time of writing for 

scoping the issue of teacher readiness.  

 

CONCLUSION 

 

This paper set out to identify and address aspects of inertia in the Irish education system, 

especially as they impact on the introduction of new subjects to the school curriculum and the 

education of teachers to teach such subjects. The first aspect involved top-down discussion of 

inertia at a policy and structural level, as perceived to impact and the provision and 

implementation of curricula, viewed especially through the lens of Computer Science. The 

second aspect was addressed bottom-up, using empirical studies to explore teacher readiness for 

teaching Computer Science. 

 

The analysis suggests that the inertia needs to be overcome by establishment of clearer roles and 

responsibilities to ‘join up’ thinking regarding curriculum change and hence teacher education. It 

also identifies the need for official communication channels between key bodies. There is also a 

requirement for flexibility  in recognising teachers’ qualifications, and for ‘fast track’ course 

development of new subjects when responding to societal demand: in each case unhampered by 

inertia. 

 

The broad concept of structural inertia is not new. Rather, as Laurillard (2002) states, the 

problem with structural inertia in terms of the provision of higher education, and thus teacher 

education, is that “traditions, values, infrastructure all create the conditions for a natural inertia” 

(ibid., p. 3). While educational reform is perceived at one level to help bring about change in 

response to addressing the problem of inertia, reform in itself has far reaching and deep 

implementations for teaching. Bruner (1971) goes some way to suggest that for educational 
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reform to be effective, any potential changes need to respond to the the needs of those embedded 

deep within the system.  

 

This leads to consideration of the second aspect of inertia, observed in areas of unreadiness in 

teachers. The findings presented in this case study point to a mismatch between teachers’ 

knowledge and skills and likely course content, and a disconnect between their qualifications and 

the state’s likely expectations.  This is in line with the requirement identified above for more 

flexible structures for recognition of teachers’ qualifications.  

 

If these inertias are not tackled, then the problems identified by O’Doherty et al. (2001), that 

specialist teachers would be difficult to find, wil l be simply perpetuated and current demands for 

change will not be easily fulfilled. 

 

In the context of introducing a new subject, specifically Computer Science, these inertial effects 

will hinder students who are potential teachers and current teachers in making appropriate degree 

or CPD choices. They also hinder teacher education departments in designing and providing 

appropriate courses for accreditation. 

 

In spite of these doubts, change may be instituted by the decisions of government ministers at 

short notice, as it seems may be the case at the time of writing (June 2016). However, this does 

not mean that the issues raised here should not be addressed, as technology and societal change 

continues to impact on teacher education. 
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APPENDIX A: Bridge21 Questionnaire Contents 

 

The questions included here are only those that are relevant to the matching process between the 

Bridge21 and The Programming Studio surveys. 

 

Gender 
Please select one of the following options: 

Male 

Female 

Age 
Please select one of the following options: 

Under 25 

26-35 

36-45 

46-55 

Over 56 

mailto:p.cowan@qub.ac.uk
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How long have you been teaching? 
Please select one of the following options: 

Less than 1 year 

1 to 6 years 

7 to 11 years 

12 to 16 years 

17 to 25 years 

26 to 34 years 

Over 35 years 

Which of the following computing tools do you use in your 

teaching? 
Tick all which you have used at least one in the past 3 years. 

Scratch 

JavaScript 

Java 

HTML 

Python 

Raspberry Pi 

[Others] 

 

Do you currently teach computing in your school? 
Please select one of the following options. 

Yes 

No 

Do you have a third level qualification in computing? 
Please select one of the following options. 

Yes  

No 

Computer efficacy 

Please select the options that apply to you (from 1 Strongly 

agree to 7 Strongly disagree) 

1. I am very unsure of my ability to use computers for 

programming 

2. I am very confident in my ability to teach computer 

programming 

3. I often have difficulties when trying to learn how to use a 

new computer tool 

4. I usually find it easy to use a new computer tool 

5. Computer programming is too difficult a topic for me 

6. I think I am a good computer programmer  
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APPENDIX B - The Programming Studio questionnaire 

 

The questions included here are only those that are relevant to the matching process between the 

Bridge21 and The Programming Studio surveys. 

 

Section A: BACKGROUND INFORMATION   

Please select the responses as appropriate. 

1 Gender   Female  Male  

2 Age categories       21-25  26-30  31-35  36-40  41-49  50-59  60+  

3 Years of teaching   1-3  4-6  7-9  10-14  15-19  20-29  30-39  40+  

 

Section B: GENERAL QUALIFICATIONS  

6 What third level qualifications do you have? (Enter your subject specialism for degree courses 

and masters pathway if appropriate.) 

[Bachelorôs degree qualifications used.] 

 

Section C: COMPUTING EXPERIENCE AND EDUCATION  
This section explores your experience and qualifications, if any, of computing. 

 

7 Please indicate your familiarity with programming languages (sundry categories of 

ófamiliarityô specified, including óCould teach students’): 

Scratch 

Javascript 

Java 

HTML 

Python 

Raspberry Pi 

[Others] 

Section D: TEACHING PROGRAMMING  

11 Are you teaching programming currently? 

 Yes   No   No, but plan to soon   No, but did recently  

 Section F: YOUR ATTITUDES TOWARDS PROGRAMMING  

This section considers programming, teaching programming to children / students, and also the 

use of technology in teaching. Please indicate your level of agreement with the following 

statements. (from 1 Strongly disagree to 5 Strongly agree) 

20 I am innovative in my use of technology for teaching. 

21 Although it might be helpful, teaching programming is not compulsory in my job. 

22 Being able to teach a programming language improves my employability as a teacher. 

23 Programming is easy. 

24 Being able to teach programming is a relevant skill for me as a teacher. 

25 Colleagues who are important to me think that I should be able to teach programming. 

26 A program needs to be clear and understandable. 

27 I am always interested in learning new programming languages. 

28 I find it easy to get a program to do what I want it to do.  
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29 If you do not want to be left behind, adoption of new technologies is necessary. 

30 I would have difficulty explaining why teaching programming may or may not be beneficial 

(to children/students). 

31 Being able to teach a programming language improves my versatility as a teacher. 

32 Being able to teach programming is a status symbol in my school. 

33 If I heard about a new technology, I would look for ways to experiment with it in my 

teaching. 

34 People in my school who can teach programming will have more prestige than those who do 

not. 

35 The educational value of teaching programming is apparent to me. 

36 I would be keen to introduce programming in my school. 

37 I am willing to share with others about my experiences of teaching programming. 

38 If a suitable programming language is pre-installed on the computers, I would intend to teach 

it. 

39 Programming does not require a lot of my mental effort. 

40 When my closest colleagues are using technology at school, I will consider it then. 

41 Being able to teach a programming language enhances my effectiveness as a teacher. 

42 Teaching programming is easy.  

43 Senior staff who influence my behaviour think that I should be able to teach programming. 

44 People in my school who can teach programming will have a high profile. 

45 I believe I could communicate to others the consequences of teaching programming. 

46 Teaching programming is voluntary in my school. 

47 I would be willing to introduce programming in my school. 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

103 

 

MAKING  THE UNCOMFORTABLE  COMFORTABLE : Five key issues for 

change 

 
Ray Gallon, The Transformation Society 

 
ABSTRACT 

 

Problems of inertia in teacher education are reflected at each level of the educational system. We 

find self-similar units in which the same elements - teachers, students, and the surrounding 

system - suffer from the same unwillingness to change.  

- Teachers are afraid of methods and technologies they have not been trained to use.  

- Students are reluctant to become proactive and collaborate in groups for fear of 

misevaluation. 

- Systems are weighed down by procedures, timing, and content that have often lost their 

meaning. 

 

In a world where information often changes in the time it takes to validate it, the traditional mode 

of assimilation of "facts" becomes counterproductive. The university risks losing its role as an 

agent of innovative change (social, political, economic) unless it is able to refocus on improving 

processes as much as on achieving results, and to stimulate students into taking a more proactive 

role in their own development. It is essential to create new dynamics in teaching and training at 

university, in order for it to be replicated throughout.  

  

This paper presents several examples of university level teaching that illustrate five key issues 

that are essential for implementing change: 

- In-class time is dedicated to preparing the independent work of the students. 

- The role of the professor is less as a dispenser of information, and more as a facilitator for 

learning. 

- Content is flexible, and grows or adjusts as a function of group dynamics, interests, and 

needs. 

- Students, working in groups, must engage in knowledge building, collaboration, and 

negotiation in order to succeed. 

- The criteria for evaluation are developed collaboratively by professor and students at the 

beginning of the course.  
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MAKING  THE UNCOMFORTABLE  COMFORTABLE : Five key issues for 

change 
 

Information changes in the time it takes to verify it. This is a fact of life in todayôs society, and 

our lives, and those of our students, are only likely to become more complex as time moves 

forward. Yaneer Bar-Yam, President and Professor at the New England Complex Systems 

Institute, has noted, ñA group of individuals whose collective behaviour is controlled by a single 

individual cannot behave in a more complex way than the individual who is exercising the 

controlò [Bar-Yam, 2002]. This is why traditional command and control structures in industry 

and government are failing. The top-down model cannot cope with the level of complexity of the 

society around us. 

 

Why, then, do educators continue to expect that teachers and professors need to have both 

mastery of their subject, and control of its dispensing?   

 

Inertia - a Fractal Problem 

 

One of the salient characteristics of fractal geometry, which seeks to imitate natural forms, is 

self-similarity: a complex form is made up of a network of smaller forms that are identical to it 

[Mandelbrot, 1982]. If we look at resistance to change in the educational system, we see this 

same pattern of self-similarity: individuals are uncomfortable with some aspect of needed 

change; their unease is then mirrored, at larger scale, by the behavior of their groups and 

institutions. 

 

In the university setting, we can see students who hesitate to work collaboratively and 

proactively in their own educational processes. They might be used to "spoon feeding" from 

secondary school; they might fear that if they work together in groups, they will receive low 

marks because someone in their group is not contributing appropriately. 

 

Professors are anxious because students know more than they do about certain technologies. 

They worry that they are not prepared to "teach" their students about using these tools, or that 

they will lose "control" of the group. Some might also worry about losing face if they let students 

know that they are "deficient" in this area. 

 

The group dynamic of a traditional university class results from the sum of the attitudes of 

students and professor alike, and the systems that frame the actions of the educational system, 

from the classroom to the senior administration, are all conditioned by these same attitudes, 

traditions, and understandings about the nature of knowledge and learning. 

 

Given that learning to learn has become the basic skill for compulsory education in the age of 

digital complexity [OECD, 2013], the university model of learning needs to evolve radically. It 

should at least be focused on a combination of research, innovation, and social knowledge 

creation for enriching both economic systems and social demands [Scardamalia, 2004].  
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Top-Down and Bottom-Up  

 

Serious change requires buy-in from all levels. Bearing in mind the fractal model of inertia 

proposed above, systemic leadership that motivates all parts of the educational community is 

indispensible to making the transition to a more distributed learning environment. Unless it is 

able to refocus on {italic}improving processes{end italic} as much as on achieving results, and 

to stimulate students into taking a more proactive role in their own development, the university 

risks losing its role as a model for other educational levels. It will lose it to independent efforts 

such as the Khan Academy [Khan Academy, 2014], or to corporate entities that will provide 

highly focused eLearning and mLearning products to meet their specific needs. 

 

Despite the persistent ivory tower argument that focuses on "pure" knowledge, universities have 

always had a role in changing society, simply because they explore new ideas and develop new 

knowledge in public spaces. There is a natural tension between the roles of preserving and 

communicating an institutionalized model of consecrated, generally accepted knowledge, and the 

research function that seeks new connections and paradigms, based on interaction [Nackerud & 

Scaletta, 2008, pp. 71-87] and individualization [Li & Pitts, 2009]. 

 

All the same, as pointed out by Prof. Bar-Yam above, hierarchical structures are no longer 

adapted to the complexity of our society. Today, when we talk about top-down, we should be 

thinking about providing models that others want to imitate, rather than prescriptions that others 

are obliged to follow. Not only that, but the models themselves need to exemplify a bottom-up, 

or distributed approach, in which every stakeholder takes active responsibility for the learning 

process. The university and other institutions of higher education should focus less on providing 

answers and more on facilitating the skills to formulate good questions, thus facilitating each 

student to find their own way of structuring relevant knowledge and integrating it into their own 

life project [Lorenzo and Gallon, 2015, p. 134]. 

 

Five Key Issues 

 

In order to achieve these goals, it seems necessary to adopt the connectivist model of learning 

[Siemens, 2006], which claims that learning, as a process, is more relevant than knowing, as a 

product: connective knowledge is seen as the dynamic ecosystem where learning takes place and 

where scientific content grows [Downes, 2012, pp. 463-480]. Implicit in this ecosystem are 

social development and collectivity building. In The Transformation Society, we have identified 

five key issues that are essential for implementing change in this direction: 

- In-class time is dedicated to preparing the independent work of the students. 

- The role of the professor is less as a dispenser of information, and more as a facilitator for 

learning. 

- Content is flexible, and grows or adjusts as a function of group dynamics, interests, and 

needs. 

- Students, working in groups, must engage in knowledge building, collaboration, and 

negotiation in order to succeed. 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

106 

 

- The criteria for evaluation are developed collaboratively by professor and students at the 

beginning of the course.  

 

In -class time is dedicated to preparing the independent work of the students 

 

This is the flipped classroom model, for the most part. The idea is to eliminate lecture classes 

altogether, but not the information "dispensed" in those lectures. Either students watch a lecture 

online in their own time, or they actively look for expository knowledge via guided research - a 

preferable solution, in the author's opinion, but one that also runs the risk of producing 

incomplete or inaccurate results. 

 

These risks get corrected in the class time, where the teacher is dedicated to facilitating the 

students' path through their project work, independent research, and other activities as defined in 

the next issue: 

 

The role of the professor is less as a dispenser of information, and more as a facilitator for 

learning  

 

Teachers' roles need to change. We have proposed these significant roles that professors can 

actively take on: 

- Animator-facilitator: for group and individual guidance and accompaniment 

- Professor-tutor: for providing individual academic support 

 

The work of academically trained professors in these roles can and should be supplemented by 

the intervention of other educational agents from private enterprises, or from socio-cultural 

associations, each taking on the responsibilities that fit their profiles, including a third important 

teaching role, that of enterprise mentor, for professional coaching and training. This implies that 

the adjunct instructor, who comes from the world of work, has to be more highly valued by the 

educational system, and not treated simply as cheap labour [Lorenzo and Gallon, 2015, p. 134]. 

 

The author has written about his experiences teaching a subject that cannot "be taught." In this 

case, the material was content strategy and information architecture, in a professional masters 

programme. These subjects must be learned by doing; one can teach the theory, of course, but 

only experience will actually be useful for acquiring practice. The author's account of two years' 

work with these subjects [Gallon, 2013] stops just short of adopting a version of flipped 

classroom, but it is clear that he was headed that way. The course was organized in a more 

traditional manner: 

-Classroom sessions focused exclusively on principles and theory of Information Architecture 

and Content Strategy. 

-Hands-on experience was entirely self-acquired by the students via group research projects.  

-Grading was exclusively based on the group projects, and all members of a group received the 

same grade.  

 

The author's own assessment of this process was as follows: 
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Our interactivity happens only in moments, and most of the classroom time is still spent  

in traditional lecture mode. However interesting the material may be, I am presenting a  

fragmented, multi-focus, multi-tasking world using a linear, broadcasting model. Moving 

forward, I am looking for techniques that allow students to learn in an environment that 

more closely mirrors the world they are immersed in, and allows them to use their 

computers and each other to collectively teach themselves with my guidance [Gallon, 

2013, p. 105].  

 

 

Content is flexible, and grows or adjusts as a function of group dynamics, interests, and 

needs  
 

First and foremost, it is essential to associate knowledge creation with teaching and learning in 

every physical or virtual field, tied to a problem-solving approach: proactive knowledge, social 

action, and student protagonism [Scardamalia, 2002, pp. 67ï98].  

 

Anyone who has spent any time in front of a classroom knows that every class, every year, 

develops its own group dynamic with its own personality. If we can use the information that we 

obtain, intuitively, about the group, we can tailor our content to match learning styles, subject 

matter interests, or areas where members of the group have ñblack holesò of knowledge.  

 

These black holes are the result of how we acquire information in the age of Google, and it 

represents one of the risks of the flipped classroom approach, as well. When we acquire 

information by using a search engine, we may be learning very advanced material without the 

underpinning of the initial supporting content. In other words, we have isolated bits of 

ñeKnowledgeò without necessarily having acquired ñeLearning.ò The teacher, in the roles of 

animator-facilitator and professor-tutor, can help students backfill these black holes, and create 

process-based knowledge creation, assembled from what students already know, integrated with 

what they are missing because often, today, knowledge is not acquired in linear fashion. The 

professor, then, has the jobs of information curator, and storyteller ï building knowledge by 

integrating the curated information into a coherent picture [Gallon, 2013a]. 

 

Students, working in groups, must engage in knowledge building, collaboration, and 

negotiation in order to succeed 

 

Students must also acquire proactive habits of leadership, participation, and knowledge 

management. This guides students away from mere information consumption (eKnowledge ï 

things we can look up), towards heightened awareness, increased engagement, and the 

autonomous research that higher education requires: knowledge building, community building, 

and social transformation management [Scardamalia and Bereiter, 2003, pp.1370-1373]. 

 

As outlined above, the flipped classroom scenario can be useful in accomplishing this, as the 

professor is there to guide students as they find their way through this process. 
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The author has also experimented with different classroom arrangements to change the 

hierarchical dynamic and facilitate systemic learning. The traditional arrangement of students in 

rows and columns seems unadapted, a carry-over from Taylorist theories of education, intended 

to fill the need for factory workers at the beginning of the industrial revolution. Simply rotating 

the desks into a semicircle changes the way students and professors interchange with each other. 

Sight lines across the room mirror more directly the experience of connecting directly with 

different correspondents online. Even more productive, however, is to use furniture purposely 

adapted to the kind of learning that needs to take place.  

 

For more theoretical learning, for example, large cushions on the floor, arm chairs, or sofas make 

ñconversation areasò where students can do group work together. The informal arrangement lets 

them move about between groups, as well, and the physical movement helps keep energy and 

attention at higher levels. In practical workshops such as the one the author currently teaches at 

the University of Barcelona in ñCreative Radiophonics,ò there are work table ñislandsò 

throughout the room that allow students to work with audio equipment, computers, or pen and 

paper, to realise their group projects, pinning notes to the walls, and interacting intensively. 

 

The criteria for evaluation are developed collaboratively by professor and students at the 

beginning of the course 

 

This idea derives directly from an experience by the author in the Creative Radiophonics 

workshop. The workshop consists of four half-day sessions, divided equally between theory and 

practicum. The practicum sessions are spent in a mix of active listening, and work on group 

projects, which they present in a fifth session dedicated to that purpose. 

 

Part of the practical work in the first two sessions consists of developing a matrix that defines 

characteristics of a good radio programme, and criteria for each characteristic that determine 

ordinary, good, or excellent production. 

 

The criteria are the result of mutual negotiation and reflection among students and professor. The 

criteria from previous years are available for consultation if students wish, but in general they 

donôt, and the results can be surprisingly different. The professorôs job in this process is to guide 

students ï not toward choosing the ñrightò criteria, but toward choosing a set of criteria that has 

internal coherency. These criteria will be used by them to evaluate their own projects and those 

of their colleagues, once they are completed. At the second session, if the professor sees 

something missing, he will intervene with a comment on the order of, ñthereôs something we 

may have forgotten to think about...ò rather than impose on the group. 

 

The day of presentations, students are reminded that this is not a process for grading them, but 

one that is intended to help us all make better pieces, and understand the art in a deeper fashion. 

As soon as students are liberated from the notion that criticism will lead to a lower grade, 

inhibitions fall. Not only do they provide constructive comments to each other, they are often 

quite self-critical, commenting on things they would have liked to do better, or that failed to 

perform in the way they had hoped. The entire group is enriched by a deeper understanding of 

the work presented, and also by collectively exchanging assessments and evaluations based on 
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criteria that they have evolved. At a meta level, they also sometimes end up criticizing the 

criteria as poorly adapted, or irrelevant to the productions they have made. 

 

Making the Uncomfortable Comfortable 

 

At the beginning of this paper, it was asked why, in the face of increasing complexity in the 

world, educators continue to expect that teachers and professors need to have both mastery of 

their subject, and control of its dispensing. Alternative approaches that involve systemic 

leadership and collective knowledge building have been proposed, based on a connectivist 

foundation. In effect, this means giving up the idea that the teacher knows, and the student 

doesnôt. In its place, we can substitute the idea that the teacher is simply a person with a larger 

bag of tricks than the student, who is willing to share, and has the training to do it effectively in 

partnership with the student. 

 

One implication of collective, systemic knowledge building is that teachers may have to face the 

idea that their students know more than they do about certain subjects. If we have a top-down, 

hierarchical structure for dispensing knowledge, it is easy to understand that this state of affairs 

can make some teachers uneasy. Advocates for disruptive change tell us that people need to be 

willing to leave their comfort zones in order to become innovators. But what if, instead of 

leaving the comfort zone, teachers could bring this new knowledge into it? Staying with the bag 

of tricks metaphor, the teacher may have a bigger bag, but students may have something in their 

own bags that is different from anything the teacher has. Why not trade? 

 

Why not acknowledge studentsô expertise, and ask them to share their knowledge with the entire 

group? If students can take the lead as part of a systemic knowledge building dynamic, and can 

take responsibility for some part of everyoneôs learning, professor included, we build motivation 

to go on and learn more, and build the habits of lifelong learning from an early age.  

 

This author is proof of the value of such an approach ï for it was just this kind of experience, 

with enlightened teachers in secondary school, decades before such theories were even remotely 

fashionable, that started him on his path, and has contributed to his success. 
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ABSTRACT 

This paper will describe an existing partnership between a university teacher preparation 

program and an urban school district that has a mission to jointly prepare teachers.  The paper 

will begin with a brief overview of the development and evolution of the partnership over the 

years followed by a discussion of current practices and policies in the partnership that have led to 

positive outcomes for student learning.  Specifically, the authors will describe the educator 

preparation program with an emphasis on the curriculum and clinical field experiences that 

comprise the program.  The authors will share data regarding the partnership between the 

university and an urban school district that has had a positive and significant impact on student 

achievement.  The authors will also focus on the final year-long field placement in the program 

and learn how this along with the other factors in the partnership results in teacher education 

candidates who are confident and highly sought after by employing school districts.    
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MAKING AN IMPACT: A DESCRIPTION OF A COLLABORATIVE PARTNERSHIP 

BETWEEN A UNIVERSITY TEACHER PREPARATION PROGRAM AND AN URBAN 

SCHOOL DI STRICT 

As the only urban-serving state university in Kansas, Wichita State University (WSU) has a 

mission to be an essential educational, cultural and economic driver for Kansas and the greater 

public good. In keeping with this mission, in 2009 the WSU College of Education (COEd) began 

an expansion of its existing Professional Development School program with funding from a five-

year U.S. Department of Education Teacher Quality Partnership grant. Wichita State University 

has a long history of effective, collaborative relationships with Wichita Public Schools all of 

which formed the foundation for the successful design of the current WSU Professional 

Development School (PDS) model. 

Development and Evolution of the Professional Development School Partnership 

The phases of development for this partnership began in 1994 with the initial program titled 

Professional Development School program or PDS.  Candidates applied to be admitted to the 

PDS program and a select group were chosen to participate in this approach to preparing future 

educators.  This select group of candidates completed their field experience placement in one of 

three partnership elementary schools, Horace Mann, Irving, and Park.  Three years later the PDS 

model was expanded to the middle and high schools that were feed into by Horace Mann, Irving, 

and Park. Ten years later in 2007, in collaboration with Wichita Public Schools (WPS), WSU 

implemented the Urban Teacher Preparation Program (UTPP) with monetary support from the 

school district as well as a small grant from the Kansas Board of Regents.  The primary focus of 

the program revision at this time was to put an emphasis on preparing teacher education 

candidates for the urban classroom.  Curriculum changes included adding course work and 

experiences specific to meeting the needs English Language Learners and children from poverty 

at the elementary grade levels. Another emphasis was identifying university liaisons who were 

affiliated with specific schools to develop relationships with school personnel and 

mentor/supervise the teacher education candidates.  In 2010, the Wichita Teacher Quality 

Partnership (WTQP) grant from the U.S. Department of Education was awarded to WSU to scale 

up the UTPP program to include all grade levels as well as special education. The WTQP scope 

was also broadened to include recruitment of candidates through Future Educators of America 

(FEA) and paid internships for teacher candidates referred to as Cooperative Education.  In 

addition, a new Early Childhood Residency (ECU) program was established for candidates 

wishing to teach special education in early childhood settings.  Finally, the WTQP included the 

development of a New Teacher Induction center and professional development for preservice 

candidates and experienced teachers.  

Now, six years later, the resulting WSU PDS program is a combination of strong curriculum and 

strong field experiences based on a PDS model for pre-service teacher preparation. Each aspect 
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of the program involves faculty/teacher collaborative teams.  The PDS model to prepare urban 

teachers is not provided as a separate track within the College of Education, but is “the” model of 

teacher preparation through which all teacher education candidates are prepared. All candidates 

have at least two years of field experience placement and mentoring in a high-need school.  They 

graduate with skills and knowledge of teaching, district policies and procedures, and school 

culture in high-need schools. 

The WSU PDS program prepares teacher education candidates at the undergraduate levels for 

work in P-12 settings with licenses in: (1) Early Childhood Unified (Birth through grade three 

focuses on normally and atypically developing children) (2) Elementary Education, (3) Middle 

Level Education (5-8) includes (math, history comprehensive, English/language arts, and/or 

science), and (4) Secondary Education (6-12) includes biology, chemistry, earth and space 

science, physics, English/language arts, history/government or mathematics. 

The model for this PDS partnership is based on research-based practices for urban teacher 

preparation programs.  This model provides extensive field-based learning experiences for future 

educators with a focus of integrating learning through inquiry and in the context of practice.  

This model offers teacher candidates access to an expanded learning community beyond a 

limited textbook view. 

Professional Development School Model Today and Tomorrow 

The focus of the Wichita State and Wichita Public School PDS Partnership is a culture for 

collaboration through the leadership of both partners as well as program advisory councils.  

Leadership for the PDS program occurs through the PDS Leadership Team consisting of the 

dean of the College of Education (COEd), the department head of Curriculum and Instruction, 

the PDS director, administrators and faculty members from P-12 PDS settings, and faculty 

members from the WSU COEd. This group continues to meet regularly to monitor the program 

and the success of program graduates. 

In addition, all licensure areas of the PDS have Program Advisory Councils (PACs) that include 

the teacher preparation faculty as chair, a participating district teacher/administrator, a current 

student, and a graduate. In consultation with its advisory council, each program advisory council 

committee identifies and discusses issues and makes recommendations to the Initial Licensure 

Teacher Preparation Committee (ILTPC). Advisory councils involve members in program 

design, redesign, implementation, assessment and review. The groups provide advice, input and 

assistance. Individual option committees confer annually with PACs as part of the program 

review process. In these meetings, PACS deliberate on the data, using a common set of core 

review questions, to make observations and potential recommendations.  
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Transforming Teacher Education  

In the beginning of this partnership, the PDS program was one of two options for Wichita State 

candidates.  It is now the sole program for all pre-service teacher education candidates (pre-

baccalaureate and ECU residency program).  All candidates regardless of which initial licensure 

program they are enrolled in, receive two full years of rich field based learning experiences in 

one of the 21 elementary or 15 secondary schools in WPS resulting in four semesters of field 

experiences in urban schools within three different school settings.  In preparation for urban 

teaching, these placements focus on breadth, depth, diversity, coherence, and duration that focus 

on various characteristics in each site such as socioeconomic level of the school, ethnicity of 

student population, size of the school, and service to various populations of learners, English 

Language Learners and Special Education Students.  

The program is built on the premise that effective teacher development occurs over time in 

conjunction with in-depth field experiences closely aligned with the teacher education and school 

curriculum as well as co-teaching expectations.  In addition, the teacher preparation program 

relies heavily on established relationships between teacher educators and clinical educators that 

work closely together to monitor and support teacher education candidates’ professional 

development while focusing on district initiatives, planning & preparation, culturally responsive 

teaching, classroom management, and professionalism.     

The Kansas State Department of Education (KSDE) Professional Education Standards (2008), 

based on the INTASC Standards (2007) (see Appendix A) serve as the specific program goals 

that inform the curriculum in the PDS program.  Additionally, all candidates complete content 

course work specific to each individual licensure option to addresses appropriate KSDE content 

standards. 

It is the Mission of the College of Education to prepare educators and other professionals to 

benefit society and its institutions through the understanding, the facilitation, and the 

illumination of the learning process and the application of knowledge in their disciplines. The 

vision is to prepare teachers and other school professionals who exemplify the core values of 

“Highly Competent, Collaborative, and Reflective Professionals. Six guiding principles (see 

Appendix B) assist with the implementation of the mission: (1) Professionalism and Reflection 

on the Vocation (PR); (2) Human Development and Respect for Diversity (HDD); (3) the 

Connection of Teaching and Assessment (CTA); (4) Technology Integration (T); (5) 

Understanding of Content Knowledge, Pedagogical Content Knowledge and their alignment with 

Standards (CKS); and (6) Collaboration with Stakeholders (C)” (see Figure 1).  
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Figure 1: Impact of Program on Graduates and on P-12 Student Achievement  

 

Since 2009 when the PDS model was expanded to all licensure areas, the number of WSU 

graduates prepared through the PDS who were hired by WPS have increased in number and the 

percentage of new teachers who identify as members of under-represented groups has also risen. 

Data also indicate an increase in the percent of new teachers retained in the WPS for the first 

three years of employment. As shown in the table below (Table 1), in the last five years (2011-

2015) of PDS implementation, 272 WSU PDS graduates were hired by WPS.  This is in spite of 

the substantially limited hiring by WPS in 2011-2012 due to the national and statewide economic 

downturn.  Since 2009, Wichita Public Schools has hired over 50% of all WSU PDS teacher 

candidates who received a Kansas teaching license.  

Table 1.  Number of program graduates hired in Wichita Public Schools 

  Total PDS Graduates 

Recommended For Licensure 

Number of PDS 

Teachers Hired by 

WPS 

2011-2012 87 22 

2012-2013 153 87 

2013-2014 165 81 

2014-2015 145 82 

Total 550 272 

 

There is growing evidence that WSU PDS graduates are also staying in the field longer than 

traditionally prepared teachers. The benefits of these results include costs saved in recruiting and 

inducting new teachers and growth of a more stable teaching workforce. Data included in Table 



Journal of the World Federation of Associations of Teacher Education  

Vol.1, Issue 3a 

 
 

117 

 

2 indicate over 70% of WSU PDS graduates have remained in teaching after three years.  At 

least 88% of all WSU PDS trained teachers hired since 2011 in the Wichita Public Schools have 

remained in the district. The COEd is maintaining data collection measures to track the retention 

rates of these graduates over the long term.  

Table 2.  Percent of PDS Prepared Teachers Retained in Teaching in WPS by Year 

 

 

 

Additionally, as indicated in Table 3, the percentage of new teachers hired by WPS including 

those who identify as representing an under-represented group, continues to grow.  

Table 3.  Percent of PDS Teachers hired by WPS representing Underrepresented Groups 

 

  Number of PDS Teachers 

hired by WPS  

Percent of PDS Teachers 

hired by WPS members of 

Underrepresented Groups 

2011-2012 22 23% 

2012-2013 87 23% 

2013-2014 81 25% 

2014-2015 82 33% 

Total 272 26% 

 

Data have also been collected to determine impact of the PDS preparation on P-12 student 

achievement. As shown in Figure 2 below, data from student achievement exams administered in 

2012 and 2013 indicate K-12 students assigned to PDS settings scored higher than three of four 
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comparison groups.  When compared to similar groups of non-PDS prepared teachers, 

elementary student achievement gains were observed in math with a statistically significant 

difference favoring PDS sites noted in reading achievement.  Moreover, when PDS schools with 

PDS candidate placement were compared to non-PDS schools (without PDS candidate 

placements), it was found that students’ made larger achievement gains in PDS schools, with a 

statistically significant difference found in reading achievement.  Due to circumstances at the 

state level, Kansas elementary student achievement data are available for two years only. 

Figure 2. Graphic representation of PDS vs. non-PDS data between 2009 and 2011 

Mean Gains in percent of students performing at or above proficient in reading within PDS and non-PDS schools 

from 2009-2011 

Group Mean N Std. Deviation 

Non-PDS 0.19 16 8.10 

PDS 7.26 16 9.03 

H = 4.387, p<.05)   

Mean Gains in percent of students performing at or above proficient in math within PDS and non-PDS schools from 

2009-2011 (Full Implementation) 

Group Mean N Std. Deviation 

Non-PDS 1.38 16 6.86 

PDS 6.20 16 7.59 

H=2.696, p<.05 

Data from the Kansas Reading and Math Assessments were collected from classrooms where 

graduates of the PDS program were the teacher of record during 2012 and the 2013 school years.  

Each year’s PDS program graduates were matched with comparison non-PDS teachers hired at 

the same time and assigned to high need schools.  Since there were not sufficient numbers of 

PDS teachers or comparison teachers to conduct random samples, purposive samples were drawn 

to match the groups on years of experience and socio-economic variables of schools in which 

they taught. Table 4 shows that PDS teachers’ students were more likely to meet either math or 

reading standards in five out of six comparisons.  Significance tests (t-tests) for comparison 

resulted in statistical significance for the 2012-2013 math comparison. 
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Table 4.  Impact of the PDS preparation on P-12 student achievement 

 

WPS Studentsô KSDE Reading Scores PDS settings and Comparison Group 

Teacher Group Total Students 

Scored 

% Scored at “Meets 

Standard” or above 

Variance 

Elementary Reading ï Teachers hired in 2011 ï 2012 

2012 PDS Teachers 74 78% +9% 

2012 Comparison Group 223 69% 

2013 PDS Teachers 82 71% +4% 

2013 Comparison Group 199 67% 

Elementary Reading ï Teachers hired in 2012 ï 2013 

2013 PDS Teachers 383 61% +2% 

2013 Comparison Group 471 59% 

Elementary Math ï Teachers hired in 2011-2012 

2012 PDS Teachers 74 64% -9% 

2012 Comparison Group 222 73% 

2013 PDS Teachers 82 76% +7% 

2013 Comparison Group 198 69% 

Elementary Math ï Teachers hired in 2012-2013 

2013 PDS Teachers 387 67%  +11%* 

2013 Comparison Group 471 56% 

 

Data (Table 5) were also collected comparing Elementary Schools with and without PDS 

Teacher candidates on Reading and Math Achievement as shown below. Student scores (grades 

3-5) in 16 PDS sites were compared to scores of students in 16 non-PDS sites, matched for 

similarity based on demographic criteria (e.g., size, high-need status, diversity). The findings 

suggest that utilizing a strong PDS model can positively impact student achievement.   
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Table 5.  Student Achievement in PDS vs. Non-PDS  

 

Summary 

The WSU PDS program has been institutionalized and has strengthened the relationships 

between the faculties in WSU teacher preparation program and WPS education settings. 

University and school faculty and administrators collaborated to move beyond educational silos 

to truly “construct” teacher education with a goal of preparing highly competent and highly 

confident beginning teachers.  An unplanned outcome of the PDS program has been a sense of 

growing respect and interdependence among the partners that has expanded the work being done 

to include the development of a mentor center to support the district induction program for new 

teachers, mentor training for cooperating teachers, professional learning opportunities for WSU 

and WPS PDS faculty, joint recruitment efforts, and collaboration on data collection to monitor 

the impact of the PDS on program completers and P-12 student achievement.  In this age of 

public criticism for public education and higher education, the WSU PDS program is positioned 

to advocate loudly for effective programs nationally.  As a result, the WSU and WPS Partnership 

has been recognized nationally.   

In October 2015, the Council of Great City Schools awarded the partnership the 2015 Dr. Shirley 

S. Schwartz Urban Education Impact Award honoring an outstanding partnership between a 

university and an urban school district that documents positive and significant impact on student 

learning.  This national recognition continued in 2016 when together WSU and WPS received 

the Association in Teacher Education Distinguished Program in Teacher Education award.  This 

award recognizes exceptional collaboration between local education agencies and institutions of 

higher education as well as validation of the impact the professional development school 

program on student achievement and teacher preparation. 
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Appendix A 

WSU Teacher Preparation Program Goals:  

Kansas State Department of Education Professional Education Standards 

 

Standard #1 The educator demonstrates the ability to use the central concepts, tools of inquiry, and 

structures of each discipline he or she teaches and can create opportunities that make these aspects of 

subject matter meaningful for all students.  

Standard #2 The educator demonstrates an understanding of how individuals learn and develop 

intellectually, socially, and personally and provides learning opportunities that support this development.  

Standard #3 The educator demonstrates the ability to provide different approaches to learning and 

creates instructional opportunities that are equitable, that are based on developmental levels, and that are 

adapted to diverse learners, including those with exceptionalities.  

Standard #4 The educator understands and uses a variety of appropriate instructional strategies to 

develop various kinds of students' learning including critical thinking, problem solving, and reading. 

Standard #5 The educator uses an understanding of individual and group motivation and behavior to 

create a learning environment that encourages positive social interaction, active engagement in learning, 

and self-motivation.  

Standard #5 The educator uses an understanding of individual and group motivation and 

behavior to create a learning environment that encourages positive social interaction, active 

engagement in learning, and self-motivation 

 

Standard #6 The educator uses a variety of effective verbal and non-verbal communication 

techniques to foster active inquiry, collaboration, and supportive interaction in the classroom.  

 

Standard #7 The educator plans effective instruction based upon the knowledge of all students, 

community, subject matter, curriculum outcomes, and current methods of teaching reading.  

 

Standard #8 The educator understands and uses formal and informal assessment strategies to 

evaluate and ensure the continual intellectual, social, and other aspects of personal development 

of all learners.  

 

Standard #9 The educator is a reflective practitioner who continually evaluates the effects of his 

or her choices and actions on others (students, parents, and other professionals in the learning 

community), actively seeks out opportunities to grow professionally, and participates in the 

school improvement process (Kansas Quality Performance Accreditation [QPA]).  

 

Standard #10 The educator fosters collegial relationships with school personnel, parents, and 

agencies in the larger community to support all students' learning and well-being.  

 

Standard #11 The educator demonstrates the ability to integrate across and within content fields 

to enrich the curriculum, develop reading and thinking skills, and facilitate all students' abilities 
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to understand relationships between subject areas.  

 

Standard #12 The educator understands the role of technology in society and demonstrates 

skills using instructional tools and technology to gather, analyze, and present information, 

enhance instructional practices, facilitate professional productivity and communication, and help 

all students use instructional technology effectively.  

 

Standard #13 The educator is a reflective practitioner who uses an understanding of historical, 

philosophical, and social foundations of education to guide educational practices.   
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ABSTRACT 

 
The Teachers’ Association Rosa Sensat, throughout its 50 years of activity, has built lifelong 

learning proposals and also initial teacher training (special plans). It is from this long journey 

that reflection on initial teacher training has always been in our sights. 
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INNOVATION IN TEACHER TRAINING FOR EARLY CHILDHOOD 

EDUCATION  
 
What kind of teacher does our society need, from which idea of education, school and 

curriculum? 

 

The Teachers’ Association Rosa Sensat has always positioned from a perspective of critical 

paradigm. We believe that teachers’ training must be committed to a transformative action of 

knowledge. The aim of a teacher’s training must be collaborative in building critical citizens, 

thoughtful, supportive, curious and willing to learn, to transform, to investigate and to contribute 

to the society. 

 

Our referents, Appel, Kemmis, Freire, Soler, Dewey, Piaget, and especially Foucault, Morin, 

Marcuse, among others, have helped us to build a theoretical and practical perspective, which 

makes us believe that the person who brings it to reality better during the 60s is Loris Malaguzzi 

and his teams in the Italian area of Reggio Emilia, which are still nowadays a worldwide 

referent.  

 

If we review the current curricula of teacher training, there is a large influence of other 

paradigms concerned basically about the contents and their teaching or didactics. 

 

Future teachers come to the internships’ centers with no knowledge of the social realities of the 

centers, of the children and their families. In return, they are very skilled in preparing out-of-

context planning’s. They have a technocratic knowledge where the perception of the act of 

educating / learning is undermined. 

 

Training teachers from a critical paradigm, makes you work in a democratic and complex way. It 

is necessary to change roles, leave power spaces and unique knowledge. We believe in the idea 

that the teacher should be trained with and for the commitment and the ethical, professional and 

political responsibility for the transformation of society. 

Public education stems from the consideration of the duty to educate, which is inherent to the 

human species, education is to accompany a freedom that emerges, is the growth of humanity in 

every person. "Each generation educates the other", it makes it heiress of the previous one and 

prepares it to continue the process of humanity. The new public education is, therefore, the 

education of freedom and responsibility. 

  

That collective responsibility, maintains a consubstantial relationship with a democratic project, 

in which citizens define the common good. A democratic state has the important responsibility to 

educate all children and young people in democracy, and public education is the expression of 

that, the citizens taking responsibility for all children and youngsters. It is a shared experience, a 

meeting place between the individual and the others and promotes solidarity through an ethic that 

thinks on the other as a free person that must not be dominated. It is the great challenge for 

education. 
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Understanding the challenge of educating future teachers, the art or not that this means and the 

commitment with the knowledge itself. A broader and deeper knowledge. (From pedagogy, 

history, from the society, from the human...). Teaching and learning must go together, taking into 

account the curiosity, the interest and the commitment for the task. 

 

Being a teacher and teacher of teachers involves a commitment, with the quality of public 

schools, with the children’s rights. Children are the present, they are full citizens. This 

commitment requires the respect and the ability to facilitate the access to and empowerment from 

the culture to children and their families, understood in its broadest conception. 

 

It is important to know where we come from to think about what we want to do, especially which 

"Ithaka" way choose and with whom we want to walk the way. An uncertain path, constantly 

under construction but always exciting. 

 

INITIAL TRAINING  

 

FIRST DILEMMA 

Access to the culture. Commitment to the knowledge. 

Are we going to work as teachers with a clear idea of the transforming action of 

knowledge or a purely instrumental idea of it? 

 

Paulo Freire says in "Letters to those who intend to teach" 

…The teaching task requires seriousness; scientific, physical and emotional preparation. It is a 

task that requires to the one who agrees with it, a special behavior of wanting good; not only to 

others but to the process that it implies [...]. We study, learn, teach and know with our whole 

body. With the feelings, the emotions, the desires, the fears, the doubts, with the passion and also 

with critical reason... 

 

He continues a little bit more: "the process of teaching, which involves the process of educating, 

contains the passion to know,…the daring courage to do it..." 

 

If we follow the teacher Miguel Soler, in his book "Education, resistance and hope" we find the 

relevance that he gives to the commitment of teachers to society, understanding it as the 

obligation to choose certain values, master ideas, ways of thinking and being. Also that teacher 

committed to those ideas and values –Soler says–  pronounces himself, outsources and publicly 

assumes his ideas, wants to contribute on issues of social concern. 

 

What happens in the initial training of teachers in early childhood education? 

How it is structured the teaching degree? 

 

We will focus on how and we will do it from the CRITICAL paradigm: 

 

If we look at the curriculum, it is a cultural construction that arises from many historical 

circumstances and it is never neutral. If we only take Bas’ "scientism" and only with a 
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conceptualist approach, the curriculum is only understood as a way to organize a set of 

educational practices. 

 

If our model is the critical theory of thought, we must emphasize in training, in the notion of 

community, the learning community, the collaborative and cooperative nature, the use of 

negotiation, the critical reflection. In teacher training it is important to know where we come 

from to think about what we want to do, especially which "Ithaka" way choose and with whom 

we want to walk the way. An uncertain path, constantly under construction but always exciting. 

 

If we start from this paradigm, the critical one, that training, that curriculum, is seen from a long-

term perspective, as an investment for an education and a school which help to build free, 

critical, reflective and caring citizens, with a huge desire to be curious, to learn, to research and 

contribute to society.  

 

How are the models and speeches in initial training? 

What spaces for debate, inquiry and research do we suggest? 

How does the different learning interact with the different languages?  

What loads have the different teaching and teaching of instrumental aspects, 

programming, setting objectives...? 

 

Following P. Freire, it is necessary to understand and reflect on the critical significance of the act 

of teaching and the act of learning and therefore also of who teaches and who learns. How to 

rescue the permanent attitude of rethinking the plan, of reviewing the positions? How to get 

involved with the curiosity of learning? 

 

“Reviewing the project” -says Meirieu- “the ethics of the project.” 

 

Freire says: “fleeing like a bureaucrat of the mind”, trying to reconstruct the ways of curiosity of 

the one who learns. Building situations so that the subject can make one’s knowledge. 

 

In the period of initial training of the future educator, what models, ideas, experiences, 

reflections are offered to him or her? 

 

Public education has to organize the content from that which is absolutely necessary to let them 

exercise their citizenship. The contents have to be taught in ways that lead to emancipation, for 

this reason these contents do not have to be presented as eternal and immutable; but as 

construction of humanity in its emancipation process, of construction of one's personality. All 

learning must allow distinguishing between knowledge and beliefs, between knowledge and 

opinions. 

 

Francesco Tonucci, (FRATO), 45 years ago, in his book Teach or learn?, asked: ñWhat is the 

current situation of the University Centers and of those responsible for the training of new 

teachers?ò 

 

We add other questions: 
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1. Is there a humanistic education, a reproductive knowledge? From which perspective? 

2. From the vocational neoclassical one (based on behaviorism)?  

3. From Dewey’s or Piaget’s liberal or progressive one?  

4. From Foucault’s, Morin’s or Marcuse’s social and critical one? 

5. Where do we put on the look to build the training curriculum? 

6. Are all the contributions of the called New School, which marked the twentieth century, 

analyzed? 

7. What is the place given to the emotional aspect of the experience of teaching / learning? 

8. Do students live the university days from a point of view of discussion, thought; ethical, 

social and critical commitment? 

9. Where and when do the future teachers do their internships? 

10. How have the internship centers been evaluated and selected? 

11. Is it learnt to listen to children in all languages? 

12. Is it learnt to work together, cooperatively, or projects are just done in group? 

13. Does inter- and transdisciplinary common projects to learn to work together and enhance 

skills at all cooperative level? 

14. Is it learnt to work in a network? 

15. Is it learnt to hear the voice of families, their knowledge, and to live with them as part of 

the educational community? 

16. Are the practices related to different areas of knowledge addressed in an integrated way? 

These are some questions that the teacher training should respond. 

 

As A. Noguerol says “the conception of learning as a social process of transforming information 

and developing a critical thinking is one of the axes that articulate the integration of learning”.  

 

The University has to be a place of thought, discussion, dialogue, creativity and construction of 

knowledge. 

 

SECOND DILEMMA 

From what look on children? 

From what concept of child and also from what 'place' does the teacher act? 

Will it help us to build the kind of "listening" that we want? 

 

We will try to follow Moss and others, in their fabulous book "Beyond quality": 

 

a) An institution which produces care 

 

Following Locke, from a completely empty child to the one who has to be filled with a 

knowledge that he should repeat. This institution prepares the children for the future and the 

professionals will be technicians who will prepare them with a view on achieving the objectives. 

The child represents an economically productive human capital and is to be profitable, must be 

punctual, do not miss, do not be late, or he will not be competitive enough... Technocrat teacher, 

family who hears and obeys. 

 

b) An institution as "substitute of the house" 
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From Rousseau's ideas of a good, nice and unprotected child who we should take care of 

affectionately, just like moms do. We know as much or more than they do, we make fabulous 

album, sometimes there is even a competition with the knowledge of the family.... “I have had 

many sons and nephews", once said the famous Freire’s aunt. What “listen” will I do if you 

already know everything? 

 

c) The institution as a mean of social prevention 

 

Designed to protect society against marginalization, poverty and inequality. The school that 

compensates. The child perhaps thought by Piaget, Gesell, the one of the biological stages, the 

one of a year, two years... Someone who has a very insignificant family and with an emotional 

and social world that doesn’t interest us.  

 

The educator is very, very wise and technician. And his "listening" is from this symbolic place. 

 

d) The institution as a business 

 

A school can be lucrative. Many children, few professionals. Customers have to be satisfied. The 

product is sold, languages are offered, techniques of overstimulation, proposals that impress 

everybody but that are actually unknown… Families are consumers of material goods, children 

are objects of consumption and teachers do what they can... 

 

Towards new proposals consistent with the models mentioned above 

 

Let’s look to conceptions of childhood as a builder of knowledge, identity and culture. A 

childhood able to create emotional bonds, different relationships, an active childhood from its 

birth, which has to be respected and supported by the society. 

 

A public school that is based on the education of all children and that believes that all of them 

can progress, despite the difficulties arising from social, cultural, psychological, mental and 

physical conditioners. A school where no one has the right to say that a child will never progress. 

Everyone has the right to be confident on them. A place where the differences between families 

enrich everybody, and their basic responsibility is on their children’s education. A place where 

the contribution of families and their participation in the development of the public school and 

the daily life in the center is recognized. A place where children are perceived as competent, 

capable, researchers who ask, who investigate, who make assumptions and try to check them. 

 

A school with professionals with the ability to build a flexible, open, participatory and 

committed to culture organization. And they undertake, question themselves, and also make 

assumptions, learn and think together to improve their educational action. Following Shön, they 

are practical-reflective. 

 

And this is where the lifelong learning appears flatly. 
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Lifelong learning 

 

In 1996 the Network of Child Care of the European Community developed a very interesting 

guidance document for all the member countries. They tried to differentiate some quality criteria 

from others that would guarantee their realization. 

 

The criteria to ensure the implementation of these quality indicators are the responsibility of the 

state, of the competent authorities, municipalities, universities.  

 

One of these criteria is the ability to work in teams and the training in and from practice. 

 

According to Artur Noguerol: It is necessary to implement a model of realistic and reflective 

training to improve the teaching practice in the studies of teacher training, where the university 

and the school share an innovative project for the teachers’ training. 

A teacher training that help to discover the teacher's role in the society of knowledge and its 

social commitment; the competence of learning to learn. From the university to the classrooms. 

 

A teacher training in which the skills of formative evaluation are the strategy for the  

development of general and specific skills in improving the perception of the teaching function 

of future teachers. 

A whole plan to promote practical attitudes and practises and a democratic and participative 

culture,  with instruments for improving the communicative skill of teachers. 

 

The skills related to different the areas of knowledge of curricula would have to be treated in an 

integrated way, both in the classroom proposals and when observation objects for research on 

teaching - learning are built. 

 

An objective should have to be: designing, testing and evaluating integrated proposals that take 

into account the development of all kind of skills simultaneously in the classrooms. In line with 

this view, the methodology of work in the practices of the student should have to be 

experimental and the result of a cooperative work between university teachers, students and the 

teachers of schools where the educational proposals done by students are experienced. 

 

Our look at the initial training requires a new conception of teacher, of school. Education in the 

most global and holistic sense, without separating care from education, reason from emotion, 

mind  from body. Education as a process of constructing knowledge, values and entity. 

 

The lifelong training, whatever the form, must be understood from the commitment to review 

and improve educational practices that improve the quality of care of children. They should be an 

enrichment of personal knowledge and also of the team with the very important bjective on 

looking  at the child. 

 

It is the guarantee that the consistency between what we think and what we do is on the correct 

way. 
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ABSTRACT 

Evaluation involves a specific form of educational research and aims primarily at developing and 

improving the reality in which it operates. It is a transforming practice that, in order to have a 

deep impact, requires the activation of the most relevant cultural, social and political 

wherewithal of the context in which it works. From the methodological point of view, modern 

evaluation incorporates new logics that enable its adaptation to changing needs and addressing 

emerging spaces such as educational innovation. 

Thus, evaluating thinking contributes to new learning by providing evidence to map and 

monitoring the progress, successes, failures and roadblocks in the innovation as it unfolds. It 

involves thinking about what proofs will be useful during the course of innovation activities, 

establishing the range of objectives and targets that make sense to determine their progress. It is 

also considered one of the best strategies to develop a new form of teacher training. 

We will provide a description and reflection on the different stages of the evaluative cycle of 

educational innovation from a dynamic point of view. 
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A DESCRIPTION AND  REFLECTION ON THE DIFFERENT STAGES OF THE 

EVALUATIVE CYCLE OF THE EDUCATIONAL INNOVATION  

Introduction  

Educational Innovation 

 

In the 2013 report entitled “Innovative Learning Environments”, the OCDE stressed innovation 

as the key element of societies and economies nowadays and added that the conceptual 

framework of a modern view of innovation also includes how we learn.  

Education in contemporary society is basic in cultivated and prosperous societies. At the same 

time, there is a growing feeling that educational practice at the beginning of the 21st century 

does not correspond to the real needs of students who must face the future and prepare 

themselves for transition into a complex and changing society. It seems as if in education the 

idea persists that a school must keep preparing students for “academia” rather than for life.    

In this context, innovation emerges as the most powerful element in modern education, 

absolutely necessary so that students are able simultaneously to meet their needs and those of 

society. Thus, they will be able to successfully face the different challenges of the contemporary 

world. It is clear that innovation is the key to the process of rethinking how educational systems 

have to evolve in the future and what they must offer students and society. (Barber, Donnelly and 

Rizvi, 2012). 

However, we must not confuse 21st century educational innovation with other movements in the 

past: it now represents a system-wide, global action which involves the education system as a 

whole and the entire education community, or as Lyn (1997) points out in an attempt to capture 

the inner nature of this new look at innovation:  “Innovation is an original, disruptive, and 

fundamental transformation of an organization´s core tasks. Innovation deeps structures and 

changes them permanently”. 

 

To approach the issue from this perspective implies accepting the fact that its modern definition 

cannot be an isolated phenomenon, disconnected from the context or implying simply the 

introduction of mere methodological or technological changes. It supposes altering the 

educational worldview and consequently the very objectives of the education system. In the end, 

innovation deals with radically transforming education systems and, as a result, the nature of 

schooling and school practice.   

In the teaching process, innovation includes from the simplest - yet not simple at all- of school 

improvements, often carried out in vulnerable environments, to deeply transforming approaches 

that break with schemes of how schooling is managed or how learning is produced.  

Innovation, despite being an emerging practice at this time, is nothing new. Education has 

always been involved in cyclical processes in which much effort has gone into improving 

effectiveness in schools or introducing new education plans.  What differentiates it from previous 

periods is its new holistic character, which fundamentally entails generating synergies among all 

the factors involved in an education system, engaging all the stakeholders, and which builds and 
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orientates its action starting with the absolutely intrinsic and necessary association between 

innovation and evaluation processes.   

Modern innovation cannot be, in any case, the simple linear application of innovative ideas to 

previously defined educational problems. The innovation processes of the 21st century must be 

closely linked to the processes of social, personal, institutional and cultural change.  

As noted by Hannon (2009, p.1), “current school reform and improvements efforts are wholly 

inadequate to the scale of the challenge to prepare young people to live well and sustainably on 

this planet in the new century and that any new paradigm must entail a holistic transformational 

shift towards connected institutions and processes, at a whole set of levels”. 

Educational Evaluation  

For its part, educational evaluation in its most current meaning supposes a specific way of 

knowing and interacting with reality, knowing it in depth and trying to orientate its building 

process and favor optimal changes. It is a praxis of transformation which, in order to impact 

deeply, must activate –as must innovation – the cultural, personal, social, institutional and 

political means of the contexts within which it operates.  

It is customary to define educational evaluation as a process of information gathering directed 

towards issuing merit or value judgements on some subject, object or action of educational 

relevance (Mateo, 1998). This process must necessarily be associated with another of decision 

making, addressing an improvement or optimization of the object, subject or action evaluated. 

However, we should qualify this eminently descriptive, technical and certainly static definition.   

Thus approaching knowledge and evaluation practice in the world of education involves doing so 

in a reality that shares the same uncertainties, changes and divisions found in educational 

science. That gives evaluation a complex nature to the extent that it must develop its theoretical 

and practical dimensions simultaneously on unstable grounds and the rough terrain of 

educational activity and social change.    

From a methodological perspective, evaluation occurs together with research principles, the 

structuring of instruments for information gathering and measurement. Yet evaluation surpasses 

each one of these activities. Evaluation represents a universe of its own, acting with its own logic 

and undertaking one of the activities of greatest importance and influence in social and 

educational life.  

Its development is fundamental for the improvement and innovation of all educational areas: 

systems, programs, services, teachers, students, and so on. And it is evaluation which gives sense 

and meaning to measurement, information gathering processes and the type of scientific structure 

that is being sought to achieve and not conversely.   

With that, we wish to underline the instrumental and subordinate nature of these activities with 

respect to the central core of this universe we have alluded to which revolves around the 

structuring of evaluative knowledge.  
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We would like to emphasize that the inner nature of evaluation is linked to the structuring of a 

specific type of knowledge:  axiological (Rul, 1992). From this point of view evaluating always 

means establishing the value of something and, in order to do that, it is not enough to merely 

gather evaluative information or statistical analysis but rather we will need not only to dissect it 

numerically but also interpret it, exercising upon it critical action, looking for referents, 

contextualizing it, analyzing alternatives, offering unsimplified visions of evaluated innovations 

and so on. Evaluating will involve above all the creation of an evaluation culture where this type 

of knowledge can be adequately placed.  

With all the afore-mentioned, we have not forgotten the act of power that assigning a value to 

things, facts or actions involves. Evaluation legitimizes the value of certain types of educational 

practices over others and therefore discriminates between what will exist or cease to exist after 

the fact of evaluation and social and educational recognition. Educational activity is orientated 

from the evaluation in such a way that if one does not act responsibly, it can condition rather 

than orientate the educational community as a whole. Evaluation exercises its influence from the 

very moment it focuses on and determines the elements and objectives of those stakeholders.  

As a consequence, we must add to the complexity of the evaluation activity the important 

responsibility associated with its use, as indicated by Kvale (1990), thereby inevitably acquiring 

connotations of an act of power.  

Evaluation has been traditionally described as a process of a linear nature where the definition 

itself of the innovative program to be evaluated determines the evaluative design and 

methodology to be used. However, here we would like to add a reflection about the new 

evaluative approaches and the most recent theories that support them. From this perspective 

arises a new way of understanding evaluation especially when it must be applied to innovation, 

making necessary a new logic in carrying out its processes.   

This is the context where appears the so-called “developmental evaluation”, a new approach to 

evaluation especially addressed to the field of innovation.  Patton (2011) describes 

developmental evaluation as intentionally directed at innovation projects and defines it as “an 

extension of the summative/formative repertoire focused on using evaluation within the process 

of innovation in which both the path and the destination are evolving, as a mechanism for 

bringing rigorous inquiry to development by being intentional about using data in a meaningful 

way to inform about innovation in progress”.   

From this perspective, evaluation is conceived as a process which in itself is dynamic and 

flexible, specific for each context and which actively involves all stakeholders working within 

the system. The new character of the process requires it to be iterative and cyclical allowing it to 

gradually determine the nature of the evaluation in the concrete innovation where it must act.     

The concept of developmental evaluation is closely linked to that of “evaluative thinking” which 

is masterly stated in a recent publication of the International Development Research Centre 

(Bennet and Jessani, 2011, p.24), where it reads : “Evaluative thinking is a means of thinking, of 

viewing the world, an ongoing process of questioning, reflecting, learning and modifying. 

Evaluative thinking is an inherently reflective process, a means of resolving the “creative 

tension” between our current and desired level of performance. It allows us to define the lessons 
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we want to learn, to determine the means for capturing those lessons, and to design systems to 

apply them in improving our performance. By going beyond the more time – and activity- bound 

processes of monitoring and evaluation, evaluative thinking is learning for change”. 

The Duality of Innovation ï Evaluation  

Innovation and evaluation make up an inseparable binomial in the context of modern education. 

Innovation bases its credibility on being able to generate successful action parameters within the 

context of a society that is not only complex but also unpredictable. The lack of knowledge of 

future needs requires continual re-orientation as it advances in the design and implementation of 

its processes.   

The worst-case scenario for an innovation is to produce the sensation of a lack of referents, that it 

is a unique product not incardinated in a global movement, which seeks justification in itself, 

without any need of accurately verifying the level of any objective in particular and without 

justifying any of its achievements. Blind and without any credibility, innovation is completely 

barren.  

From this situation emerges the need to associate symbiotically the innovation – evaluation 

tandem. Just as we have seen evaluation understood as evaluative thinking, it is no longer 

justified as a control instrument. Its central core of action is generated upon demonstrating its 

capacity to successfully orientate the structuring of educational knowledge 

On the other hand, any innovation needs to show virtue in the achievement of its objectives, as 

indicated in a straightforward manner by Bernholz (2011, p.1), “Give something new and prove 

that it works”. In contemporary society change is energized by two types of stimuli: trust in the 

stakeholders at work and their need to prove in a credible way the results which can be 

homologated.  

All this obligates the promotion of the combined use of innovation and evaluation. Working with 

both of these simultaneously and in a coordinated way produces two highly desirable effects: the 

creation of an evaluation guide and the endowment of innovation with credibility as well as 

substantive innovation and its contribution to the relevance of evaluation.   

However, this joint use demands new logics in its application; we cannot resort to customary 

manuals on how to run an innovation program or an evaluation action.     

Firstly, evaluation must merge with innovation from the beginning; evaluation considerably 

increases its potential when it is placed as an integral part of the same innovative process 

contributing substantially to its development and evolution.   Since it serves as the cornerstone 

upon which innovation is being built from a systemic perspective, its action must be negotiated 

continuously and given valued reflection to the system as a whole. As Drucker states (1985, p. 

8), “Innovation is work rather than genius. It requires knowledge. It often requires ingenuity. 

And it requires focus…It may be difficult, but knowledge-based innovation can be managed. 

Success requires a commitment to the systematic practice of innovation” 

We agree with Earl and Timperley (2015, p.7) when they argue “Successful innovation may be 

rapidly changing in response to uncertainty and complexity, but the changes are not random. 
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Leaders of innovation draw on a blend of creativity and discipline that allows them to react 

effectively in diverse and changing conditions. Rather than being unstructured, disciplined 

innovation involves constant problem definition, horizon scanning, situation analysis, monitoring 

of progress, creation of contingency plans, and feedback for improvement through the innovation 

process. 

If we frame innovation and evaluation in a powerful common process of an iterative nature that 

allows the ordering and re-ordering of new ideas once they have been subjected to evaluation 

analysis, innovators are in the best position to interpret them adequately and rationally transfer 

them to intervention processes.  We highlight Earl and Timperley (op.cit. p.16), “The conjoint 

power of innovation and evaluation comes from the depth of thinking that emerges from the 

interface of generative ideas and appeal to evidence, in a deliberate process of learning for 

change. They do not work as separate processes but are connected and reciprocal, with close 

working relationships among the key players (innovators, funders, participants, facilitators and 

evaluators) to understand and influence the innovation as it unfolds”. 

The Innovation/Evaluation Process. Prerequisites.  

If we act according to the parameters set out herein, we will need to set up the 

innovation/evaluation jointly and not as if they were the sum of two separate elements.  

Integrating the evaluation into the context of the innovation forces us to focus and re-focus the 

evaluation activity iteratively and constantly.  In order to do so, we will have to set out in 

advance the following aspects:   

Define the innovation:  One of the first tasks we must face is to describe in a detailed and 

comprehensive way all that the innovators intend to achieve. This necessarily entails, first of all, 

clearly laying down the theoretical framework where the innovation lies. This framework will 

enable us to duly formulate the evaluation and satisfy the corresponding demand for 

accountability. 

If the description is complete, it clearly helps to establish the way forward, determines the 

progress expected and indicates the truly important evidence we must collect to support and be 

able to value the quality of the innovation. Innovation by its very nature does not follow a 

particular program, so we must conceive it as more like a flow , continuously adapting and re-

adapting  itself as the related evaluation provides us with information whether to stay on course 

or make changes.   

It is a good idea to have an initial theory of action which gives a sense of wholeness to the 

innovation. This theory must at least allow us to interpret all the elements involved in the 

innovation within the specific context which is being set up, in such a way as to be able to carry 

on building an education line in accordance with the nature and objectives of innovation.    

In this stage, evaluation can help clarify the description of the innovation, aid in identifying the 

objectives, participate in explaining the action theory, collect evidence for appraising results 

which are obtained and enrich the strategic thinking needed to continue adapting and re-adapting 

the innovation process.  
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a) Determine the stakeholders and their degree of participation:  In the new concept of 

innovation those stakeholders who, in one way or another, are interested in or affected by 

the innovation no longer play the role of mere observers but rather    all those involved 

should be participating.  

 

It is clear that when they actively participate they provide us with a much deeper and 

diverse view of innovation and, should they work on evaluation processes they will 

considerably raise the degree of authenticity. Integrating their commitment to the 

innovation increases its degree of comprehension and is fundamental in achieving 

support for decisions that may be taken after its subsequent   execution.  

 

Involving the key stakeholders in the processes of innovation and evaluation promotes 

the implementation of the innovation and endows credibility and sustainability.  

 

b) Recognize the contexts:  The difficulty in being able to interpret texts beyond the 

contexts is becoming more and more obvious. Educational evaluation moves within 

contexts of a complex, very broad, diverse and changeable nature.  This forces us to think 

that those responsible for evaluation must be very aware of all the system referents which 

can contribute relevant information and help in determining the nature of the central 

points of change.    

None of this is possible if not by bringing about synergies among all the stakeholders 

working within the system. It is superficial and irrelevant to think of current innovation 

as an isolated action, limited to one single school center and without taking into account 

the joint effort of innovative centers, the administration, the setting in the broadest of 

terms (local, international, etc.) .   

 

Modern innovation needs to create flexible intervention designs that are able to adapt to 

dynamic, emerging education realities, which in turn must adjust to very complex 

contexts.   

 

This compels us to modify the logics applied to the processes, affecting especially the 

various stakeholders’ role. Thus, the evaluators should abandon their role as “controllers” 

to become those who fundamentally help interpret complex systems data rather than 

measure specific results. Interpretation turns into an iterative process of capturing the 

points of view of all the participants, deciding jointly which data is needed to truly 

represent change and improvement processes.   

 

c) Identify the purpose of the evaluation within the context of innovation:  

 

Finally, we will have to clearly determine the purpose of evaluation within the innovation 

framework. In first place the innovators must obviously accept the importance of 

evaluation in innovation. As stated by Gates (2013, p.1), “Without feedback from precise 

measurement, invention is doomed to be rare and erratic”. 
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Evaluative thinking has an inherent and fundamental value in the development of 

innovation but it should abandon traditional obsolete practices to focus on its main aim of 

providing proofs to set the bases for the feedback necessary so that the innovative 

processes recur in the future.    

 

Agreeing on this territory is not an easy task. It requires key stakeholders to dedicate a 

large part of their time to clarifying the process production conditions, setting up and 

comparing the evaluation proposals, especially those related to innovation aspects where 

there are discrepancies among the various stakeholders. However, it is apparent that not 

including the evaluation ingredient will leave innovation lacking all credibility.  

 

We could summarize the contribution of these factors in terms of the quality of innovation as 

follows: Defining innovation with precision will equip innovation with relevance, determining 

the key stakeholders with give it sustainability, adequately recognizing the contexts will bestow   

interpretive ability and incorporating evaluation will translate into credibility. All of these justify 

the meaning of the evaluation process which we will detail below, a process we will present in 

sequence, although evidently and as a result of what we have commented herein, it must be of an 

iterative nature.  

The stages of the evaluative cycle of the educational innovation.  

The fact that we have defended flexible and open evaluation models for innovation does not 

mean that the processes are unplanned. It actually implies applying systematic and iterative 

models that intentionally advance and roll back. In any event and according to Earl and 

Temperley (2015, op. Cit. Pp.23-33), the basic stages are the following:  

a) Identify the evaluation questions: Identify the questions that can provide the most 

relevant data in a determinate moment and for a specific context, something which 

constitutes possibly one of the most important challenges for evaluators to solve.  

 

Traditionally there are two typologies of questions that we should be able to pose and 

pinpoint with relation to the short and midterm: 

 

- What do we need to know regarding what is happening in order to take the 

most precise decisions in the short term? Are the questions specific enough? 

Are they focused on those issues that the key stakeholders consider the most 

important to detect that the innovation is advancing in the right direction?  

 

- What do we need to know regarding what is happening with the innovation in 

general terms and how is it related within the theoretical–explanatory 

framework where the innovation is located?   

Given the unpredictability of innovation (by its nature), the two typologies of 

questions must include the possibility of incorporating questions on the 

unintended consequences of innovation.    
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Deciding on the most correct questions is an art in itself or even a science. It 

requires careful consideration and even negotiating them with the key 

stakeholders in order to ensure that they cover the innovations needs as well as 

are plausible within the timeframe programmed to carry it out. Not taking into 

account these elements can cause the evidence we collect to adequately 

appreciate the innovation to not contribute towards making it move forward in 

the right direction.    

b) Collect the evidences: Collecting the evidences systematically provides the basic 

platform from which the evaluation questions are answered. Over time,  experts have 

developed many mechanisms for data collection: document analysis, narrative accounts, 

standardized tests, surveys, discussion groups, digital technology and most recently all 

the contributions derived from the so-called “analysis of big data”.    

  
These processes generally require a certain technical knowledge of the field of evaluation 

but in essence what is demanded is the proofs be of sufficient quality so that, based on 

them, a precise and adequate representation which facilitates understanding the facts in 

broad explanatory frameworks and channels decision taking.  

 

c) Organize and analyze the evidences: Once the proofs are collected the next step is to 

decide how to organize and analyze the data collected in accordance with the evaluative 

needs of the innovation. There are quantitative statistical techniques   or standardized 

qualitative analysis methods we can use but there are no standard evaluation models that 

can universally serve for any innovation so therefore they must be designed for each 

situation and be applied once the evaluation model is set according to the standard 

analysis techniques we consider the most appropriate.  

Evaluation questions are rarely simple (if they are, then a systematic evaluation is not 

necessary);  they are generally complex and require extensive and in-depth analysis to be 

able to understand the nature of the phenomena analyzed.  

d) Internalize the data interpretation in the knowledge construction process: The next step 

represents a somersault within the evaluation process. It involves passing from the 

empirical domain to the abstract. It compels us to be aware that all the observations 

arising from the proofs analysis are practically worthless unless we are able to turn them 

into useful knowledge for adequately guiding the innovation and transforming it into 

meaningful innovative actions. As Senge (1990) points out: “Using data is a thinking 

activity that draws on personal views but also on capturing and organizing ideas in some 

systematic way, turning the information into meaningful actions and making the 

interpretation public and transparent”. 

 

The notion of “knowledge building” we have used represents an emerging, sophisticated 

idea related to how learning is produced in individuals and how this learning   changes 

within the social context in which the shared culture develops.   
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e) Mobilize new knowledge:  The knowledge generated by innovation must be used 

extensively and intensively. Sharing and mobilizing knowledge means creating new 

learning environments locally and beyond for others to engage with the ideas.  

 

We thus assert that it does not only deal with the simple disclosure of what has been 

carried out and it achievements. Mobilizing knowledge means involving more people in 

more extensive innovative processes based on the initial one, building new proposals to 

activate existing knowledge and transforming it into new, socially-shared innovations.   

 

f) Sustainability:  One of the problems that must be faced with innovation is assessing its 

sustainability, that is, our capacity to maintain it at a certain level of quality. In our point 

of view, we understand that an innovation can be considered fully sustainable when we 

are able to incorporate it into daily instruction routines and stakeholders have completely 

internalized it as a new but consolidated mental habit.     

 

Nevertheless, if we broaden the concept, we should also consider sustainability in terms 

of remaining loyal to the program as we defined it and having full capability of 

guaranteeing the resources needed to carry it out.  

 

Finally, and in a higher order, we could also conceptualize sustainability as the capacity 

of integrating innovation into a set of theoretical principles that promote not only the   

possibility of building a narrative but also open the way for transferring its principles to 

other contexts. Projecting an innovation in new developments is guaranteeing its active 

continuity in time.  

Epilogue. 

We wish to end our contribution with some final considerations.  Everyone is aware that 

innovators are not always up to the challenge of subjecting their work to evaluation processes. 

Many consider evaluation to be more like a formal “corset” rather than an active ingredient that 

facilitates the development of innovation. For their part, evaluators do not always have the ability 

to interact synergistically with innovators: they fear working in limitless contexts and feel more 

secure applying formalized evaluation models rather than working in open and uncertain 

situations which innovative processes often demand.   

Working together implies sharing a system of beliefs, values and work styles. Bringing about a 

relationship that leads to this situation involves a proactive process of asking questions, listening 

and trying to understand different perspectives in order to best exploit the expert knowledge and 

views of others.  

To achieve this Earl and Timperley (op. cit. 2015, pp.34-37) recommend applying three major 

principles:   

¶ Be open to ideas for improvement. - As noted by Preskill and Beer (2012), “Those who 

are interested and willing to experiment with social innovations must be willing to take 
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risks and accept missteps or failure. They must be willing to live with uncertainty and 

acknowledge that their plans, regardless of how well laid out, will likely shift as the 

circumstances around them change.” 

¶ Be pragmatic. - It consists of knowing how to create teams and consolidate them with 

time, thus enabling them to go about developing their capacity for working together and  

directing their efforts toward reaching the most ambitious objectives of the innovation but 

with the capacity of exploiting small discoveries.   

¶ Finally, be able to negotiate and re-negotiate as many times as needed with all those 

involved, given the vital importance of inter-disciplinary work in innovation. As 

highlighted by Blackwell, A. et al., (2009, p.1) : “Interdisciplinary innovation arises from 

the positive effects that results stepping across the social boundaries that we structure 

knowledge...it is often the case that the right knowledge to solve a problem  is in a 

different place to the problem itself, so interdisciplinary innovation is an essential tool for 

the future”. 
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Post Note:  The second part of this issue (3b) contains the remainder of the papers from the 

Barcelona conference.  As with this issue (3a), the papers are of high quality and add 

significantly to our knowledge base. 


