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GENERIC MODULE OF TEACHER TRAINERS’ TRAINING PROGRAM
Abstract
The main aim of this training it to understand what Competence Based Approach means in order to
change teaching-learning processes from a traditional approach to a student-centered approach,
according to which students are active agents who are involved in their learning processes. Teachers
have to change their role as instructors to a role as designers of learning opportunities, to scaffold
learning processes and to evaluate these processes to support learning. Real, situated activities must
be designed, where students apply different knowledge and solve everyday problems. It implies a
cultural and institutional change. This first module wants us all to be familiar with this perspective.
Target
University teachers/professors
Academic heads

Learning outcomes
At the end of this module, participants will be able:
•
•

To know what Competence-Based Approach (CBA) is.
To understand the CBA implications on curriculum design, on learning and teaching and on
assessment processes.

Content
1. Definition of competence
2. Classification of competences
3. Implications of Competence-Based approach on:
3.1. Planning
3.2. Methodology
3.3. Assessment

Learning sequence and Compulsory learning and assessment activities
For university teachers/professors
Learning
Sequence

To watch two different To read the ad hoc paper
videos and to fill in a (90’)
table (Wiki)
To watch the videos (10’)
To discuss about what kind
of changes should be done
in the teaching practice
-5-

To fill in the final table
reflecting on the 9 key
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teachers
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For academic heads
Learning
Sequence
(240’)

To read a paper (Cano, To discuss about what kind To do (in the 3 members
2018a) (90’)
of changes in the teaching group) the competences map
practice should be done of the selected degree. (120’)
To read a specific paper (forum) and to list the main
(groups of 3 members structural decisions for
and each person will fostering CBE approach
read a different paper)
(30’)

Link between activities, content and Learning Outcomes for University Teachers Training:
LEARNING
CONTENT
OUTCOMES
To know
what
CompetenceBased
Approach
(CBA) means.

LEARNING ACTIVITY
Compulsory Complementary
To watch
To watch
suggested
another video
videos
about the actual
challenges,
To read
which justify the
Cano (2018) CBA

To
understand
the CBA
implications
on
curriculum
design,
learning and
teaching and
on
assessment
processes.

To fill in the
wiki

ASSESSMENT ACTIVITY
Compulsory Complementary
To answer a quiz

To fill in the
proposed
table

To reflect on
their
current
teaching

Link between activities, content and Learning Outcomes for Academic Heads training:
LEARNING
OUTCOMES
To know
what
CompetenceBased

CONTENT

LEARNING ACTIVITY
Compulsory Complementary
To read the To watch a
first
video about the
proposed
actual
paper (all)
challenges,
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Approach
(CBA) means.
To
understand
the CBA
implications
on curriculum
design,
learning and
teaching and
on
assessment
processes.

which justify the
CBA
To read one
of the
specific
proposed
papers (one
different
paper for
each team
member)

To make the
competences
map and the
way in which
the
competences’
progression
and final
achievement
will be
recorded

To design a
flowchart with all
the steps and
people in charge
To make a SWOT
analysis

ACTIVITY 1
To watch these videos:
https://www.capss.org/educational-transformation/what-are-student-centered-approaches
https://www.youtube.com/watch?v=WvzVAQkuSqU
To fill in a table (only the two first columns)
AT THE BEGINNING
TeacherStudentcentered
centered
learning
learning

AFTER THE ACTIVITY 2
Competence-based approach

Student’s role
Teacher’s role
Methodological
approach
Classroom
management
Resources
Text for students at Moodle (On line task or Wiki):
Please, watch these two videos and fill in the following table with the main characteristics of
Teacher-centered learning vs. Student-centered learning.
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Assessment criteria:
-

Identification of the main differences between the teacher-centred and student-centred
approach.

Assessor:
Teacher
Comment to send by a collective e-mail or posting a comment on Moodle:
Thank you for your abstracts. There are many differences between a traditional teaching process
(Teacher-centered learning) and competence-based approach, one of whose main characteristics is
Student-centered learning.

Student-centered learning is characterized by the following features:
•
•
•
•
•

-

Have you considered them all? Are there any that you would not have considered? If you wish, you
can comment on it in the forum. If not, let’s go on with the next activity to achieve a deeper
understanding.

ACTIVITY 2
To read a paper
Cano, E. (2018a). Competence-Based Education Approach. Barcelona: unpublished document.
To watch these two videos:
Competence Based Teaching & Learning
https://www.youtube.com/watch?v=MT_CPjMrT-o
Constructive alignment (Biggs)
https://www.youtube.com/watch?v=N6MptcPFHY4
To discuss implications in the forum. Text for students to be posted on Moodle (uploaded folder and
uploaded video and forum):
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Please, read carefully the first part of the paper and watch the video. After this, your suggestions and
comments arose during the reading can be posted and discussed in the forum.
Assessment criteria:
-

Number of participations: number of contributions made.
Quality of the comments: level of argumentation and documentation of the opinions that
are expressed in the forum.

Assessor:
Teacher
Comment to be posted on the forum:
To strength the main characteristics of CBE.
ACTIVITY 3
To fill in the first table (activity one) for showing the changes.
After the reading, the video watching, the forum’s debate, could you add or change some of the
first identified characteristics of each approach? Please, fill in a table (only the last column)
AT THE BEGINNING
TeacherStudentcentered
centered
learning
learning

AFTER THE READING
Competence-based approach

Student’s role
Teacher’s role
Methodological
approach
Classroom
management
Resources
Considering these characteristics, if you would to introduce a competence-based education
approach, what do you would to change and how?
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Assessment criteria
-

To show some progress in the identification of the main differences between the teachercentred and student-centred approach.
Ability to identify what would be necessary to change for adopting a CBE approach with a
student-centered learning approach.

Feedback:
Thank you for your reflections. At this moment probably you are ready to go on to the next activity
in order to specify what do you would to change and how.

ACTIVITY 4
The second part of the reading (Cano, 2018), stablishes 9 primary teachers’ competences (from the
Global Teachers’ Key Competences Framework). There are:
Specific competences
•
•
•
•
•

Planning
Classroom management
Assessment
Inclusion
Community action

Cross-curricular competences:
•
•
•
•

Self-reflection and Professional development
Information and Communication Technologies
Communication
Ethical commitment
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Please, think about the competences you already promote in your subject. Do you think that you
could promote other competences? What activities do you think enable to promote these
competences? What changes could you make in these activities to promote the selected
competences?
I propose learning
opportunities that allow
improving the
competence ...
____________________

I achieve it with
activities like the
following ...

I think that in my subject
I do not foster this
competence:
____________________

For the following
reasons…

I could suggest to
my colleagues that
they do the
following changes
to foster this
competence:
So, in order to
promote this
activity, maybe I
should change ...

Assessment criteria:
-

Coherence between the competence that is indicated to be promoted and the activity that
is explained.
Honesty in the reasons why a competence is not promoted.
The ideas learned from the readings made and the videos watch are incorporated in the
improvement proposals.

Assessor:
Teacher
Comment to be posted on the forum:
Once you have filled the table, you have to keep it with you because it will be useful to:
a) Choose better what competences you want to promote in depth in the following weeks.
b) The face-to-face training, in case you participate in it.
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Resources
CANO, E. (2018a). Competence-Based Education Approach. Barcelona: unpublished document.
CANO, E. (2018b). La evaluación formativa y acreditativa de competencias. En J. Fabregat (coord.).
Competencias genéricas en la Universidad. La delicada preparación y evaluación de una trama muy
compleja. Barcelona: Transmedia.
CANO, E. (2015). Evaluación por competencias en educación superior. Madrid: La Muralla.
CANO, E. (2008), La evaluación por competencias en la educación superior. Profesorado. Revista de
currículum y formación del profesorado, 12(3) (Monográfico Las reformas educativas basadas en el
enfoque
por
competencias:
Una
visión
comparada).
Available
at:
http://www.ugr.es/~recfpro/rev123COL1.pdf
DE MIGUEL, M. (Dir.) (2005). Modalidades de enseñanza centradas en el desarrollo de competencias.
Orientaciones para promover el cambio metodológico en el EEES. Madrid: MEC/Universidad de
Oviedo.
Available
at:
http://www.ulpgc.es/hege/almacen/download/42/42376/modalidades_ensenanza_competencias_
mario_miguel2_documento.pdf
http://edtalks.org/#/video/higher-education-pathways-literate-worlds
https://www.youtube.com/watch?v=iy9TAqN3AxA
https://www.youtube.com/watch?v=475eHdI0js0
https://www.youtube.com/watch?v=NPuv5OvP8so
https://www.coursera.org/lecture/teacher-curriculum/lecture-4-student-centered-teaching-OP2hE
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1. PLANNING COMPETENCE FOR PRIMARY TEACHER TRAINERS
Abstract
Planning is a key competence for primary teachers since it implies the ability to plan, organise and
innovate the teaching and learning process, as well as apply the plan and assess its application. In
this block, you will work on the importance of a coherent alignment between what is intended
(competences, learning outcomes and competences), the learning activities and the assessment.
Furthermore, it will be reflected on the implications of the absence of this alignment on students’
learning. More specifically, you will work on how to scaffold competence work during a subject.
Target
University professors

Learning outcomes
At the end of this module, participants will be able to:
a) Plan how to promote a given competence during a course aligning all the elements of the
planning.
b) Design curricular proposals that address students’ needs and favour their learning process.
c) Create new solutions to problems.
d) Innovate in the own teaching practice.

Content
1.
2.
3.
4.

Constructive alignment.
Planning a competence development.
Designing teaching proposals.
Innovative teaching.

Learning sequence and Compulsory learning and assessment activities
LEARNING SEQUENCE FOR PLANNING COMPETENCE
Learning
Sequence

To plan the learning
outcomes, contents and
assessment criteria to
promote
a
given
competence.

To read a paper and
analyse some examples of
competence-based
planning.
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Link between activities, content and learning Outcomes:
LEARNING
OUTCOMES

CON
TENT

To plan how to 1 &
promote
a 2
given
competence
during
a
course aligning
all
the
elements of
the planning.
To
design 1, 3
curricular
proposals that
address
students’
needs
and
favour their
learning
process.

To create
creative
solutions to
problems.

3&
4

To innovate in
the own
teaching
practice.

3&
4

LEARNING ACTIVITY
Compulsory
Compleme
ntary
To plan the learning
outcomes, contents
and
assessment
criteria to promote a
given competence.

ASSESSMENT ACTIVITY
Compulsory
Complem
entary
To
plan
the
learning outcomes,
contents
and
assessment criteria
to promote a given
competence.

To read a paper.

To plan the learning
outcomes, contents
and
assessment
criteria to promote a
given competence.
To solve a case in
which the teacher
realises that students
are not achieving the
expected
learning
outcomes.
To read a paper
To solve a case in
which the teacher
realises that students
are not achieving the
expected
learning
outcomes.
To solve a case in
which the teacher
realises that students
are not achieving the
expected
learning
outcomes.
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To
plan
the
learning outcomes,
contents
and
assessment criteria
to promote a given
competence.
To solve a case in
which the teacher
realises
that
students are not
achieving
the
expected learning
outcomes.
To solve a case in
which the teacher
realises
that
students are not
achieving
the
expected learning
outcomes.
To solve a case in
which the teacher
realises
that
students are not
achieving
the
expected learning
outcomes.
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ACTIVITY 1
This activity aims to plan how to work the ‘planning competence’ in one of your subjects. First you
will have to identify what the expected level of ‘planning competence’ is according to the teacher
students you are working with (basic-pre-service teachers; proficient- inexperienced in-service
teachers; expert- experienced in-service teachers). You will see what the expected level is in the
rubric attached below.
Expert
Proficient
Basic
In development
Recognition of The teacher takes The
The
The teacher knows
the learners’ the needs of each teacher considers teacher considers so that learning needs
needs in order and every one of the the needs of
me of the students’ could be
to design,
students and the
each student to needs to
considered for the
develop,
class group as a
adjust the
adjust some
planning of
deliver and
whole as a
curricular design activities of the
a curricula.
assess
source for curricular in a systematic
curricular design in
curricular
design and as a
way.
a systematic way.
projects,
starting point to plan
educational the best strategies in
settings and each case.
teaching
strategies that
favour the
learning
process.
Creative soluti The teacher
The
The
The
on to
looks for and applies teacher applies cr teacher knows and teacher knows that
problems.
creative and
eative solutions in is able to apply
creative solutions in
joined solutions with curriculum
some creative
curriculum
the school teachers planning,
solutions in
planning have a
team in a spiral of adjusting it
curriculum
positive impact.
continuous
to the group’s cha planning.
improvement.
racteristics and
contextual
factors.
Making use of The
The teacher uses The teacher tries to The teacher is
resources
teacher, systematica resources and
use new resources aware of the
and didactic lly and in a collective materials whose and materials.
importance of
materials that way, checks and
effectiveness has
didactic materials
help profound uses the most
been
and resources in
learning.
appropriate teaching demonstrated an
students’
materials to
d assesses
motivation and
achieve a profound a how these
academic
nd meaningful
are working in
performance.
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learning of his/her terms of learning
students.
improvement.
Promotion
The teacher
The teacher is
of innovation i promotes innovation aware of the
n the own
in the own teaching importance
teaching
practice and
of innovation in
practice.
shares these
the own teaching
practices with
practice.
his/her colleagues.

Promotion
of student’s
active
participation.

The teacher
considers the need
of innovation
regarding teaching
practices.

The teacher
The teacher
The teacher applies
promotes the
sometimes
some student
student’s active
promotes the
participation
participation every student’s active proposals.
academic year and in participation in
every situation.
curricular
planning.
Consideration The teacher takes The teacher does The teacher is
of the
the previous
a diagnostic
interested
students’ previ knowledge of
evaluation to
in the students’
ous
each student and
explore the
previous
knowledge an the class group as a students’ previous knowledge.
d abilities as whole as a source of knowledge.
references to curricular design and
plan the
as a starting point to The
teaching practi plan the best
teacher considers
ce, and use of strategies in each
the previous
strategies that case, in order to
knowledge of
favour profoun achieve
each student to
d and
a profound and
adjust the
meaningful
meaningful learning. curricular design
learning.
in a systematic
way.
Integrated use The teacher is able The teacher is
The teacher is able
of knowledge to propose complex able to propose to create some
from the own tasks that require
activities to
activities to
specialty
the integrated use of integrate contents integrate content
and crosscontents and
from different
from different
curricular kno competences from areas according to areas.
wledge
specific areas and the
adequate to cross-curricular
students’ interest
the teaching ones, taking into
s and needs.
- 16 -

The teacher knows
that educational
innovation
is necessary to
adjust to new
needs and social
challenges.

The
teacher knows that
students’
participation in
learning
experiences has
positive effects.
The teacher knows
that learning
previous knowledge
could be considered
in the planning of a
curricula.

The teacher knows
that students
should learn
contents from
different subjects in
an integrated way.
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level and
stage.

account the
students’ level and
stage.
Use
The teacher is able The teacher is
The teacher can
The teacher is
of curricular to create a wide
able to help
create
aware of the fact
knowledge so variety of
students learn
some experiences th that students
as to provide environments and through
at help students
have to learn
the student
experiences to
experiences that understand specific contents.
with
promote students’ require understan concepts.
experiences learning through the ding contents
that help
integration
and using some
him/her
of understanding, cross-curricular
understand
investigation, collab competences or
specific
oration and
skills.
concepts of a communication.
subject,
investigate,
collaborate
and
communicate.
One identified the expected level, you should establish what learning outcomes, contents,
assessment criteria and activities will contribute to work planning competence in your subject. To do
so, use the following table:
Competence

Learning
outcomes

Contents

Assessment
criteria

Potential
activities

Remember that there needs to be coherence between the different elements of the planning. The
reading in the activity 2 can help you to do this activity. The assessment criteria to assess this activity
are:
-

The learning outcomes and assessment criteria are competence-based.
There is an alignment between the different planning elements (competences, learning
outcomes, contents, assessment criteria and activities).
The planning is aligned to the expected level of competence of the target group (pre-service,
early career or ongoing development).

Note that, if you are attending the face-to-face training, you will use this activity. Therefore, you
should keep it until the end of the training.
Assessor: teacher
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ACTIVITY 2
This activity consists in reading the paper Biggs (1999). What the Student Does: teaching for
enhanced learning. Higher Education Research & Development, 18(1), 57-75, DOI:
10.1080/0729436990180105
At the end of the reading, you should be able to answer the following questions:
-

Why should teachers’ planning consider students’ needs?
What is needed to achieve the ‘conceptual change’?
What are the characteristics of good teaching?
Analyze in depth figure 2 in page 65, figure 3 in page 67, table 1 in page 68 and table 2 in
page 70.

ACTIVITY 3
To analyse a case in which a teacher is failing to plan teaching and learning proposals that will help
students to achieve the learning outcomes.
One teacher has contacted us because she has realised that her primary students have not achieved
the expected learning outcomes at the end of the unit. She does not know what she did wrong. She
is asking us to help her to identify the problem and find a solution.
To do this activity, you will have to read Maria’s case and analyse her planning to identify what
problems there are in her planning. You have to write down the mistakes identified and what changes
should be made. You will do this activity in pairs.
The assessment criteria are:
-

The main reasons why this planning does not work are identified.
It is justified what should be change in order to align the planning.
It is assessed whether activities follow a competence-based approach.

Grouping: in pairs
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Assessment: self-assessment.
Assessment tool: scale
Assessment Criteria

Excellent

Good

Bare Pass

Needs
Improvement

The main reasons why this
planning does not work are
identified.
It is justified what should be
change in order to align the
planning.
The activities are assessed from a
competence-based approach.
Forum message:
Here you have the main mistakes of this planning with its explanation.
Competences
-

The teacher aims to work autonomous and learning to learn competences, but they are not
included in the planning.

Learning outcomes
-

The learning outcomes are not integrated and do not always show how knowledge has to be
applied in context.
There are not learning outcomes that refer to autonomous and learning to learn
competence.

Contents
-

It is not clear what students have to know about technology.

Assessment criteria
-

Assessment criteria do not assess all competences to the same extend.
Assessment criteria do not assess all the learning outcomes.
There are no assessment criteria to assess students autonomous and learning to learn
competence.

Activity
-

Even though the activity presents some of the characteristics of competence-based activities,
students are not involved in the assessment process.
Autonomous competence is worked but it is not assessed.
- 19 -
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-

Learning to learn competence is not explicitly worked.

Assessment task
-

The assessment task assesses conceptual knowledge that is necessary to be competent, but
competences are not assessed.

Final quiz
1. According to Biggs’ constructive alignment:
a. Students’ should never know what the objectives of an activity are.
b. Assessment criteria should not be presented to students.
c. Students need to know what the learning outcomes are and how they are integrated in
the assessment activities.
d. Students should know what assessment activities they will have to do in order to pass the
subject.
2. Before planning:
a. Teachers need to know well the content to be taught.
b. Teachers need to know students’ level and needs so as to ensure that all students learn.
c. Teacher needs to plan how the content to be learnt will be transmitted.
d. Teachers need to ensure how the content established in the curriculum will be assessed.
3. There needs to be a constructive alignment between:
a. The learning outcomes and the contents.
b. The learning outcomes and the assessment criteria.
c. The learning outcomes and the teaching and learning activities.
d. The learning outcomes, the contents, the learning activities and the assessment tasks.
4. To develop teacher students’ competences:
a. The learning outcomes, assessment criteria and learning and assessment tasks need to be
competence-based.
b. It is only necessary to identify what competences are worked in each subject.
c. It is only necessary to design competence-based learning tasks.
d. It is necessary to assess the students with competence-based activities.

Resources
https://www.youtube.com/watch?v=RckLD9A0pqc
https://asiasociety.org/education/why-we-need-competency-based-education
https://www.youtube.com/watch?v=Z-Rg5HOC2Bg
https://eltsupervisionkw.files.wordpress.com/2015/09/how_to_prepare_your_lesson_plan_may_2
0151.pdf
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2. CLASSROOM MANAGEMENT COMPETENCE FOR PRIMARY
TEACHER TRAINERS
Abstract
Classroom management competence (CMC) for primary teachers is ability to use a range of strategies
to organise the classroom and activities to foster students’ learning. In this block, you will reflect on
the characteristics of competence-based approaches and the use of didactic and organisational
systems different to the traditional ones. To this end, you will start analysing two excerpts of a couple
of lessons in order to think about some proposals to move towards a student-centred approach.
Finally, you will have to look for and analyse some material that encourages student-centred
practices.
Target
University Professors/Teachers

Learning outcomes
Classroom management is the process of establishing a suitable classroom environment, maintaining
classroom interaction, and promoting classroom growth."(Chen, 1998). Another definition refers to
the teacher-student interaction process that establishes and maintains classroom order in order to
achieve the intended teaching goals. " (Wu, 2003). In the Educational Dictionary, it is defined to
achieve some successful classroom activities, we will do the process of planning, organizing,
controlling, and supervising, such processes include: the arrangement of the classroom material
environment, the establishment and maintenance of classroom order, the supervision of student
behavior, the handling of violations of classroom disciplinary behavior, and the guidance of students,
etc." (Gu, 1999). Thus, we can know classroom management encompasses many practices integral
to teaching, organizing, teaching, as well as communication and building good relationship with
students.
At the end of this module, participants will be able to:
e) Reflect on the characteristics of competence-based learning environments.
f) Analyze the possibilities of organizational and didactic systems different from the traditional
classroom.
g) Plan student-centered learning environments.
h) Organize the space, time and students’ grouping to promote students’ learning, interaction
and communication.
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Content
1.
2.
3.
4.

Concept of classroom management.
Characteristics of student-centered learning environments.
The use of space, time and students’ grouping.
Innovative organizational and didactic systems.

Learning sequence and Compulsory learning and assessment activities
Learning
Sequence

To watch an e
xcerpt of two
videos in orde
r to identify w
hat contents a
re worked, wh
at the learning
outcomes are
and whether s
tudents are pr
oposed any ac
tivity.

To read BOOK Chapter nine- Class
room management
Darling-Hammond, L., & Bransfor
d, J. (2005). Preparing teachers fo
r a changing world: What teacher
s should learn and be able to do. S
an Francisco, CA: Jossey-Bass.

To plan a task
in which the s
ame contents
and learning o
utcomes are
worked. This t
ask must be c
ompetence-b
Learn and master the knowledges ased and stud
and skills of integrated education ent-centred.
al activities ways such as cases, pr
ojects, problems, peer-learning, a
mong others).

To look for mate
rials to work clas
sroom manage
ment competen
ce with their pre
-service and in-s
ervice teacher. T
hey will have to
analyse these m
aterials.

Link between activities, content and Learning Outcomes:
Learning
outcomes

Content

To reflect on the 1, 2, 3
characteristics of
competencebased
learning
environments.
To analyse the 2, 3, 4
possibilities
of
organisational and
didactic systems
different from the
traditional
classroom.

Learning activity

Assessment Activity

Compulsory Complementary
To
watch
two videos.
To read a
paper

Compulsory

Two watch
two videos.
To plan a
task to work
the
same
contents
and learning
outcomes.

To plan a
task to work
the
same
contents
and learning
outcomes
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Learning
outcomes

Content

To plan student- 2, 3, 4
centred learning
environments.

To organise the 3, 4
space, time and
students’
grouping
to
promote students’
learning,
interaction
and
communication.

Learning activity

Assessment Activity

Compulsory Complementary Compulsory Complementary
To plan a
To plan a
task to work
task to work
the
same
the
same
contents
contents
and learning
and learning
outcomes
outcomes.
To analyse
To analyse
learning
learning
resources.
resources.
To read a
To plan a
paper.
task to work
To plan a
the
same
task to work
contents
the
same
and learning
contents
outcomes.
and learning
outcomes.

ACTIVITY 1
The aim of the first activity is to analyse the classroom management competence of some teachers.
To this end, you are asked to select an excerpt of two videos. You will have to analyse these two
fragments in order to identify the content and the learning outcomes that are intended to be worked,
as well as the students and teachers’ role. You can use the following table to do the analysis:

Video Nº:
Contents:

Learning outcomes:

Students’ role (what does the student do during the lesson?):

Teachers’ role (what does the teacher do during the lesson?):

- 23 -

Teacher Trainers’ Training on the Competence-based approach.
Video 1:
http://v.youku.com/v_show/id_XNDcwMjU4ODA0.html (Chinese language)
Video 2:
http://icourse.swu.edu.cn/index.php?m=content&c=index&a=show&catid=2&id=476 (Chinese
language)
Video 3:
http://icourse.swu.edu.cn/index.php?m=content&c=index&a=show&catid=3&id=652&res_id=2807
(Chinese language)

ACTIVITY 2
To read a paper:
LePage, P., Darling-Hammond, L., Akar, H. (Coord.) (2005). Educating teachers for developmentally
appropriate practices. In L. Darling-Hammond & J. Bransfords (Eds.), Preparing teachers for a
changing world: What teachers should learn and be able to do (pp. 327-358). San Francisco, CA:
Jossey-Bass.
In order to help you focus the attention, after finishing the chapter, you should be able to answer
the following questions:
-

What is classroom management?
What are the characteristics of classroom management that supports productive learning?
How can teachers create meaningful curriculum and motivating instruction?
How should teacher education include classroom management competence?

ACTIVITY 3
This activity consists of designing a student-centred task that allows to work the same contents and
learning outcomes identified in activity 1. This task will have to include the characteristics of
classroom management that supports productive learning. For this reason, to do activity 3, you will
have to use the information obtained in activities 1 and 2.
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You can use the table below to design the new task. Remember that a task encompasses different
activities.

Subject:

Course:

Competences

Target (pre-/in-service)

Learning Outcomes

Contents

Task description

Resources

Time

Grouping

Assessment criteria
Observations

The assignment will be assessed by the teacher using the following assessment criteria:
-

The planned task is student-centered and supports productive learning.
The planned task is an example of competence-based activity.
The task proposes innovative organizational and didactic systems.

Assessor: the teacher
Assessment tool: rubric

Excellent
The planned task
is student-centred
and
supports
productive
learning.

The
planned
task
allows
students
to
explore
important
curriculum
ideas,
using
hands-on
materials. The
learning
sequence
allows that all
students can be

Good

Bare Pass

Needs
improvement
The planned The
planned The planned task
task
allows task
allows only
transfers
students
to students
to important
explore
explore
curriculum ideas.
important
important
curriculum
curriculum
ideas.
ideas.
Some activities
consider
students’
differences.
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successful and
learn.
The planned task The
task
is an example of encourages the
competenceintegration and
based activity.
application of
different kinds
of knowledge
to solve the
task.
The task is
studentcentred,
productive,
complex, open
and
contextualised.

The
task
encourages
the integration
and application
of
different
kinds
of
knowledge to
solve the task.
The task is
studentcentred but it
does
not
accomplish
some of the
following
characteristics:
productive,
complex, open
and
contextualised.
The task proposes The task uses The tasks use
innovative
engaging
engaging
organisational and pedagogy,
pedagogy and
didactic systems.
supports
different
intrinsic
students’
motivation and grouping are
collaborative
proposed.
learning.
Time is used
Time is used for for learning.
learning
and
different
spaces
are
used.

The task allows
to apply some
knowledge, but
not to integrate
different types
of knowledge.
The task is
studentcentred.

The activity does
not include any of
the characteristics
of competencebased activities

The task uses
engaging
pedagogy.
Time is used for
learning.

The task uses
traditional
pedagogy,
the
space is not used
as a resource and
the use of time is
not focused on
learning.

ACTIVITY 4
The last activity of this block consists of looking for materials that can be used to develop pre-service
and in-service teachers’ classroom management competence. You will have to select the target (preservice or in-service teachers) and check the rubric below in order to identify what competence level
should teachers acquire according to their career stage. Then, you should look for a learning resource
that you could use in the classroom with to work classroom management competence at the desired
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level. Once you have found the learning resource, you should complete this table and share it in the
wiki space created for this activity.
Name of Link
the
Resource

Target
(undergraduat
e/ master/ inservice
teachers)

Why does this resource
allow
to
work
classroom management
competence at the
target level?

What should be
considered
when
using this material?
Are
some
adaptations
necessary?

The activity will be assessed using the following assessment criteria:
-

The learning resource allows to work classroom management level at the target level
established in the rubric.
The learning resource favors innovative organizational and didactic systems.
The learning resource supports students’ learning, communication and interaction.
It is proposed how to adjust the use of this resource to meet the characteristics of
competence-based activities.

CLASSROOM MANAGEMENT COMPETENCE
Expert

Proficient

In
developm
ent
Relationships The teacher considers that
The teacher
The
The
with students trust relationships are the basis establishes trusting
teacher wor teacher
based on trust. of didactic interaction.
relationships so as
ks on the
knows
to achieve the best
establishme that it is
The teacher strategically plans possible achievement for nt
good to
how to
each student.
of trusting establish a
establish trust relationships,
relationships relationshi
carry them out and
The teacher plans
to try to
p of trust.
evaluate them.
individual and group
achieve the
tutorial action sessions to best
The teacher systematically
work on group dynamics possible
works on the individual and
and to solve conflicts.
achievement
group tutorial action in order
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to create a united group and to The teacher effectively
solve conflicts.
communicates decision
and autonomy edges of all
The teacher stimulates an
students.
adjusted perception of decision
and autonomy edges of all
students.

for each
student.

The teacher
solves
conflicts
when these
occur.
Management The teacher manages the most The teacher
The teacher The
of group
appropriate group dynamics to manages group dynamics knows and teacher is
dynamics that achieve the learning outcomes to achieve goals related to applies
aware of t
fosters
and for each class
social cohesion and
some
he
involvement
group, paying attention to the learning.
strategies of importanc
and overcoming characteristics of their students
group
e of group
The teacher encourages dynamics th dynamics
of conflicts in a and the relationships
every student’s
constructive
established in class.
at promote and
responsibility to
way.
social
knows
The teacher achieves a
accomplish common
cohesion
some
confidence, safe and
goals.
and the
strategies.
constructive climate and
accomplish
involving and engaging all
ment of the
students.
learning
outcomes.
Adjustment of The teacher adjusts the
The teacher adjusts the
The
The
the teaching
teaching practice to the
teaching practice to the
teacher kno teacher
practice to the classroom context according to classroom context.
ws how to knows tha
classroom
the learning situations to
take
t the
The teacher takes
context
create opportunities for
advantage teaching
advantage of situations
according to the accidental learning and
of the
practice is
that
emerge
in
the
learning
intrinsic motivation.
lesson as
adapted
classroom to create
situations to
an opportun to the
learning opportunities.
create
ity to
context
opportunities
increase
and
for accidental
students'
situations.
learning and
motivation
intrinsic
and
motivation.
applies it.
Organisation of The teacher, systematically and The
The
The
the space, time in a collective way with the rest teacher makes decisions in teacher appl teacher
and students’ of teachers, makes decisions dividually on space, time ies some
knows
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grouping to
on space, time and
and student grouping
strategies of that
promote
student grouping organization organization in order to
space, time classroom
students’
in order to improve learning improve learning
or
managem
learning,
processes.
processes.
student grou ent is
interaction and
ping
important
communication. The teacher is able to tell
organization to
families, his/her colleagues and
in order to achieve hi
authority figures about his/her
improve
gh
decisions regarding the
learning
performa
working modalities the teacher
processes. nce.
has chosen or will choose to
apply.
Assessment of The
The teacher searches some The teacher The
the possibilities teacher, together with his/her information about
tries new
teacher’s
of
colleagues,
different didactic
classroom mind is
organizational systematically and scientifically and organizational systems managemen open to
and didactic
assesses the possibilities of
before making a change in t proposals, different
systems differe organizational and didactic
classroom management. sometimes systems.
nt from the
systems that are different from
intuitively.
traditional class the traditional
room
classroom before
applying them.
Assessor: peers
Assessment tool: similar to Socrative

Final quiz
1. What is one of the characteristics of classrooms that support productive learning?
a) The focus is on teachers’ transfer of knowledge.
b) The students do a lot of activities in class.
c) Supportive learning communities are created.
d) All the contents established in the curriculum are worked.
2. How can we create a meaningful curriculum?
1. Using engaging pedagogy
a) Not focusing on motivation
b) Focusing on the content to be taught.
c) Accounting for individual work
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3. Is classroom organisation the most important component of classroom management?
a) Yes, because appropriate use of time is necessary to work all curricular contents.
b) No, it is as important as all the other components of classroom management.
c) Yes, because time and space have to be used to learn.
d) No, classroom organisation has nothing to do with classroom management.
4. How can we prepare teachers for classroom management?
a) Reflection on Management through class activities.
b) Modeling by Teacher educators.
c) Using vignettes.
d) Answers a and b are correct.

Resources
http://www.ascd.org/ascd-express/vol11/1115-vilen.aspx
https://study.com/academy/lesson/culturally-responsive-classroom-management-strategies.html
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3. ASSESSMENT COMPETENCE FOR PRIMARY TEACHER TRAINERS
Abstract
In this module some resources to change the assessment conception from a summative to a
formative one, are presented. Another content worked is the importance of the alignment between
assessment and learning outcomes through the assessment criteria. The resources also proposed to
reflect on the idea that the assessed contents must be of different nature (concepts, procedures,
attitudes) as well as the assessment tools (check-list, scale, rubric…) and the assessment agents
(teacher, peer-assessment, self-assessment).

Target
University professors/teachers

Learning outcomes
At the end of this module, participants will be able to design competence-based assessment
activities. It implies:
i)

To apply the assessment strategies and tools depending on the kind of contents, the aim and
the assessment competence to be fostered in primary teachers.
j) To involve the participant agents (pre-service or in-service teachers) in assessment processes
(self-assessment or peer assessment) depending on the aims.
k) To select the main competences and contents for being assessed.
l) To use the appropriate assessment criteria, aligned with the learning outcomes.

Content
1.
2.
3.
4.
5.
6.
7.

Concept of assessment.
Aligning assessment with Learning outcomes thought assessment criteria.
Aims of assessment processes: diagnostic, formative, summative.
Kind of curricular content (concepts, procedures, attitudes) for being assessed.
Specific characteristics of competence-based assessment activities.
Assessment tools (check-list, scale, rubric…)
Assessment agents.

- 31 -

Teacher Trainers’ Training on the Competence-based approach.

Learning sequence and Compulsory learning and assessment activities
The proposed activities will follow the logic of learning sequences (exploratory activity-development
and self-regulatory activity- closing activity) of main document and the rubric levels.
In this course, the learning activity is the assessment activity:
Learning
Sequence

To select an assessment To read a paper (Salinas & To self-assess it again and
activity2 and to self-assess Cotillas) and to redesign to track the changes in
it with a check-list
the assessment activity
audio file
Optative:
To
read To create an activity so
(Departament
that the students can
3
d’Ensenyament, 2017)
develop
assessment
competence (template ad
hoc)

LEARNING OUTCOMES

CONTENT

LEARNING ACTIVITY
Compulsory
Complementary

ASSESSMENT ACTIVITY
Compulsory
Complementary

To apply the assessment
strategies and tools depending on
the kind of contents and the aim.
To involve the participant agents
in
assessment
processes
depending on the aims.
To select the main competences
and contents for being assessed.

1, 2, 3, 4,
5, 6, 7

To read the
paper

To read the other
complementary
papers

Final quiz (it only
informs about the
knowledge)

3, 7

To read the
paper

To read the other
complementary
papers

Final quiz (it only
informs about the
knowledge)

4, 2,5

To read the other
complementary
papers

The
same
learning
activity

To
use
the
appropriate
assessment criteria, aligned with
the learning outcomes.

2, 5

To do the pre
and post selfassessment
with
the
check-list
To
track
changes
in
audio
file
regarding the
redesigned
assessment
activity

To comment the
changes in the
forum,
inferring
the key elements
of
a
good
assessment
practice

The
same
learning
activity

To
track
the
changes writing it,
to comment each
one and to explain
how it could be
transferred
to
other activities

To create an
activity
so
that
the
students can
develop
assessment
competence
(template ad
hoc

2

It should be linked with planning module (it will be developed at the same time)
The assessment section of this document should be translated:
http://ensenyament.gencat.cat/web/.content/home/departament/publicacions/colleccions/competenciesbasiques/primaria/programar-educacio-primaria.pdf
3
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ACTIVITY 1
To select a learning and assessment activity. Describe it briefly. You can use this template to design
and plan the activity.
Subject:

Course:

Target (pre-/in-service)

Learning and assessment activity description

Resources
Assessment criteria

To self-assess it with a check-list
Checklist to assess the activities to be adapted:

1

2
3
4
5
6
7
8
9
10

11
12
13

IS THIS A COMPETENCE-BASED PROPOSAL?
IN RELATION TO THE ACTIVITIES
Yes
Do the activities follow a logical learning sequence?
Previous knowledge exploration – introduction of new contents –
organisation of knowledge – application of knowledge to
problem solving
Are learning situations introduced by questions or as problems to
be solved?
Are contents to be worked related to real facts or daily
problems?
Do these activities require applying the acquired content and
learning something new?
Is it easy to establish connections between contents from
different areas?
Is it planned to carry out tasks which require the use of cognitive
skills of a varied level of difficulty?
Are students aware of the purpose of each task?
IN RELATION TO THE USE OF RESOURCES AND MATERIALS
Yes
Are the resources and materials used diverse?
Do they stimulate curiosity amongst students?
Is there a connection between the resources and materials used
and the students’ interests?
IN RELATION TO THE CLASSROOM SOCIAL ORGANISATION
Yes
Is autonomy promoted?
Are the teacher’s interventions based on adequate questions
rather than on explanations?
Is individual work complemented by collective work?
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14
15
16
17
18
19
20

IN RELATION TO DIVERSITY
Are the students’ different working rhythms respected?
Are multilevel activities planned?
IN RELATION TO ASSESSMENT
Are assessment criteria shared with the students? Does the
teacher check if they have understood them?
Are the assessment criteria communicated to students?
Is it planned to use strategies to help students identify what they
have learnt and to understand their difficulties?
Is it planned to use peer-evaluation or to share what has been
learnt amongst students?
By the end of the unit, are instruments and techniques used so
that students are able to verbalise what they have learnt and to
identify what they have to improve? Are tools and resources
provided so as to achieve this?

Yes

No

Yes

No

Assessment criteria:
See ad hoc check-list
Assessor:
Self-assessment
Feedback

ACTIVITY 2
To read a paper (Salinas & Cotillas, 2007)
Optative: To read (Departament d’Ensenyament, 2017)
To redesign the assessment activity (fill in again the file)
Subject:

Course:

Target (pre-/in-service)

Learning and assessment activity description

Resources
Assessment criteria
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To self-assess it again

1

2
3
4
5
6

7

8
9
10

11
12

13

14
15
16

IS THIS A COMPETENCE-BASED PROPOSAL?
1st proposal
IN RELATION TO THE ACTIVITIES
Yes
No Comments
Do the activities follow a logical learning
sequence?
Previous knowledge exploration – introduction
of new contents – organisation of knowledge –
application of knowledge to problem solving
Are learning situations introduced by questions
or as problems to be solved?
Are contents to be worked related to real facts
or daily problems?
Do these activities require applying the
acquired content and learning something new?
Is it easy to establish connections between
contents from different areas?
Is it planned to carry out tasks which require
the use of cognitive skills of a varied level of
difficulty?
Are students aware of the purpose of each
task?
IN RELATION TO THE USE OF RESOURCES AND
Yes
No
MATERIALS
Are the resources and materials used diverse?
Do they stimulate curiosity amongst students?
Is there a connection between the resources
and materials used and the students’
interests?
IN RELATION TO THE CLASSROOM SOCIAL
Yes
No
ORGANISATION
Is autonomy promoted?
Are the teacher’s interventions based on
adequate questions rather than on
explanations?
Is individual work complemented by collective
work?
IN RELATION TO DIVERSITY
Yes
No
Are the students’ different working rhythms
respected?
Are multilevel activities planned?
IN RELATION TO ASSESSMENT
Yes
No
Are assessment criteria shared with the
students? Does the teacher check if they have
understood them?
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17

Are the assessment criteria communicated to
students?
Is it planned to use strategies to help students
identify what they have learnt and to
understand their difficulties?
Is it planned to use peer-evaluation or to share
what has been learnt amongst students?
By the end of the unit, are instruments and
techniques used so that students are able to
verbalise what they have learnt and to identify
what they have to improve? Are tools and
resources provided so as to achieve this?

18

19
20

To track the changes in audio file and to upload the file to Moodle. The content of audio file should
be:
I made these changes
…
For this reason
…
Upon re-administering the check-list, I have noticed a change in the following items
…

I believe that the possible benefits for learning are…

I think that future teachers or in-service teachers could transfer to their classroom in this
way…

Assessment criteria:
-

Honesty in the evaluation of the initial assessment activity
Ability to reflect on one’s own practice
Justification of the changes made in the assessment activity
Analysis of the effects of this evaluative change on the learning of primary teachers in training
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Assessor:
Self-assessment + Teacher
Feedback
After listening to your audio files…
The main changes have been ...
The main strengths are…

Some points that remain to be improved are…

ACTIVITY 3
To create an activity so that the students can develop assessment competence (template ad hoc)
Subject:

Course:

Target (pre-/in-service)

Competences

Learning Outcomes

Contents

ASSESSMENT

To design learning and assessment Definition and characteristics of
activities for primary students with assessment
a CBE approach

Formative assessment
Feedback

Activity description

Resources

Assessment criteria
Observations
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Assessment criteria:
•
•
•

Interest and relevance of suggested activity.
Alignment between learning outcomes, activity and assessment criteria.
Quality of the activity to foster key competences in primary students.

Assessor:
Peer-assessment with workshop
Feedback
With rubric:
Very good

Good

It could be better

Interest and relevance of
suggested activity.

The activity is very
relevant because it
connects with the level
of knowledge and the
needs of pre-service or
in-service, it is functional
and significant

The
activity
is
interesting, but it could
be
more
relevant
connecting
with
student’s needs.

Alignment between
learning outcomes, activity
and assessment criteria.

An activity is proposed
whose link with learning
outcomes is very clear.
In
addition,
the
assessment
criteria
allow reporting the
degree of achievement
of learning outcomes.
The development of this
activity by the students
ensures
that
they
transfer the knowledge
learned to their current
or future professional
practice
since
the
content of the same
addresses
the
competencies of the
primary students

An activity is proposed
whose link with learning
outcomes is partially
clear. The assessment
criteria are connected
with learning outcomes
but maybe some other
criteria are missing.
The activity is addressed
to elementary students
and it fosters some key
competence but It does
in an isolated way.

The activity is not a
competencial proposal
because the students do
not have to solve, apply,
make
decisions
integrating knowledge
and/or the content is
not about assessment.
Assessment criteria are
not relevant for the
activity and/or are not
linked with learning
outcomes.

Quality of the activity to
foster key competences in
primary students.
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Final quiz
1. What is needed for having a formative assessment?
a) Continuous assessment
b) Feedback processes
c) Active engagement of students
d) All of them are true
2. The competence-based approach has some consequences in assessment processes as…
a) The assessment assignments must be individual
b) The assessment assignments must be equal for all class group
c) The assessment assignments must be complex and integrated
d) The assessment assignments must be for do some little exercises.
3. Which of following sentences is true?
a) To ensure learning some memory exams are need
b) The assessment process has to be aligned with learning outcomes
c) The only assessors for a real formative assessment are the teachers
d) The assessment process has to be useful to classify students in several achievement ranks
4. If we want to assess, for example, communicative competence, the best tool could be:
e) Rubric.
f) Notebook
g) Essay.
h) Multiple Choice Question.
5. The competence-based assessment implies… (say which one is false):
i) To apply some knowledge and skills.
j) To know all the contents of the course.
k) To present a real or simulated scenario.
l) To solve a situation or take a decision.
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Resources
Resources for the teachers’ trainers training
http://assessmentcommons.org/
http://www.msche.org/publications/SLA_Book_0808080728085320.pdf
Authentic Assessment: https://www.youtube.com/watch?v=tlHUqHTxgLc
Formative Assessment in schools: https://www.youtube.com/watch?v=z18EJqYLtq0
http://www.apa.org/ed/governance/bea/assessment-cyberguide-v2.pdf
Free PISA items: http://www.oecd.org/pisa/pisaproducts/pisa-test-questions.htm
Professor David Boud: Have we been getting feedback wrong?
https://www.youtube.com/watch?v=c5zymogAaMM
Formative assessment steps and students' feedback
https://www.youtube.com/watch?v=rmuhIuLMQQU&index=21&list=PLIZK2t3fOcXzfk0Mx6mCyzfFg
a2nOdTk1
http://iiiseminarisobrebonespractiques.weebly.com/presentacions.html
Assessment and Feedback - dialogical and relational
https://www.youtube.com/watch?v=_brpfcOYn_U
https://www.naspa.org/images/uploads/main/ACPA_NASPA_Professional_Competency_Rubrics_F
ull.pdf
http://www.edu.xunta.gal/centros/erasmusplusmccpd/en/system/files/AssessmentRUB_1.pdf
https://search.proquest.com/psyctests/docview/1524157054/30EAD2701B3D4438PQ/1?accountid
=14693
https://www.nctq.org/dmsView/Wichita_Evaluation__handbook
https://content.ccsuvt.org/ccsu/2010/10/domains-teacher-self-assessment-rubric.pdf
http://usny.nysed.gov/rttt/teachers-leaders/practicerubrics/Docs/marshall-teacher-rubric-jan2014.pdf
http://www.msad33.org/TLC/Candidate_Assessment_Tool.pdf
http://www.bgcdsb.org/UserFiles/Servers/Server_5912063/File/NTIP/Ministry%20docs/Plan_asses
s_evaluate.pdf
https://library.gwu.edu/sites/default/files/tlc/Teaching%20Assessment%20Tool_2017feb14.pdf
- 40 -

Teacher Trainers’ Training on the Competence-based approach.
http://www2.gssd.ca/docs/forms/Form412-6.pdf
http://usny.nysed.gov/rttt/teachersleaders/practicerubrics/Docs/SilverStrongSelfAssessmentRubric.pdf
http://www.tesol.org/docs/default-source/new-resource-library/symposium-on-studentempowerment-4.pdf?sfvrsn=0
https://www.rossfordschools.org/pages/uploaded_files/Teacher_self_Assessment.pdf
Resources to be used in pre-service and in-service teachers training
http://www.4teachers.org/sp/profdev/as.php

Experiencies from: Sanmartí, N. (comp.) (2003). Aprendre ciències tot aprenent a escriure
ciència. Barcelona: Edicions 62.
Part of: https://gtlcenter.org/sites/default/files/TeacherLeadership_TeacherSelf-Assessment.pdf
Part of: http://www.msad33.org/TLC/Candidate_Assessment_Tool.pdf
Part of:
https://www.edu.xunta.gal/centros/cafi/aulavirtual2/pluginfile.php/29341/mod_resource/content
/0/Florencio_COMBAS_CURRICULUM_GALICIA.pdf
PISA items: http://www.oecd.org/pisa/pisaproducts/pisa-test-questions.htm
Rubric

ASSESSMENT COMPETENCE
Expert
Proficient
Basic
In development
Use
of The
teacher The
teacher The teacher applies a The teacher is
assessment with applies
a applies a mainly mainly
summative aware
of the
a
certifying mainly
formative
assessment.
formative function
purpose,
formative
assessment.
The teacher provides of assessment, the
including
assessment. The
teacher feedback, but in the role of feedback
normative
The
teacher provides
form of a mark and in and
the
requirements, provides
feedback that a very limited way. importance
of
but also with individualized includes
The
teacher assessment
a formative purp feedback that qualitative
establishes
criteria as the task
ose that allows includes
the comments to
assessment criteria. regulators.
the teacher to establishment highlight
make decisions of
personal strengths
or
that
promote goals.
needs.
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and favour the The
teacher The
teacher
teaching
and involves
the explicitly shares
learning
students in the the assessment
process
establishment criteria with the
of assessment students
in
criteria. Rubrics advance
or orientation (rubrics,
bases
are orientation
created
and bases, etc.).
shared with the
students.
Use of different The
The
The teacher uses a The teacher Is
assessment
teacher gather teacher gathers limited amount of aware
of the
methods and
s
data
on data on student assessment strategies importance
of
strategies,
as students’
progress
in and
instruments or diversifying
well as of reports progress
in multiple
commercial tests.
assessment
and
effective multiple ways. ways, such
as The teacher assessesinstruments
feedback on the The
teacher observations, some
instruction according to which
learning
involves
portfolios,
objectives.
learning
the
outcomes
learners
are teacher-made
teacher aims to
involved in self- tests,
promote.
assessment
performance
activities
to tasks, students’
foster selfself
awareness of assessment, etc.
their
strengths/need
s, and to set
personal goals
for learning.
The
teacher
uses
diverse
strategies and
instruments
to gather
information, in
the
most
efficient way,
about the
degree
of
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attainment of
every students’
learning
outcomes, in
order to make
decisions
on
individualized
support.
Assessment of The
The
The teacher assesses The teacher knows
the process and teacher assess teacher assesses some products but is that it is important
of the learning es the products the
products not able to guarantee to assess the
outcomes,
that ensure the that ensure the the learning outcomes learning process in
including
the attainment of attainment
of attainment
the
frame
of
means
and the
learning the
learning because the results lifelong learning.
resources that outcomes,
outcomes, but are
not
clearly
have been used but also consid also considers linked to the learning
ers the steps the process don outcomes.
made by the e by
the The
teacher
students to get students to get assesses processes to
to
these to
these a lesser extent.
products.
products, their
The
previous
teacher assess knowledge and
es whether the resources.
students
can autonomo
usly
transfer the
processes
followed
to
other
contexts.
Reflection on
The teacher is The
The teacher develops The
the
own able
to teacher propose assessment practices teacher considers
assessment
critically
s
assessment s/he
knows and, how assessment
practice, based analyze
the practices whose based on these, the processes should
on
a
good assessment
effectiveness
teacher has certain be and that s/he
understanding of practice,
s/he is aware perception of their has to improve
the
role
of determining its of.
efficiency.
them constantly.
assessment.
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strengths and The teacher can The
teacher
weaknesses. determine
generates vague and
The teacher is whether
an general
able to create assessment
improvement suggest
new
practice
has ions,
or depends
assessment
clearly
and on their supervisions
alternatives ba precisely
to obtain ideas.
sed on the attained
reflection on the established
the
own objectives and
practice.
systematically
registers how it
can
be
improved.
Source:
Own elaboration from https://www.beloit.edu/education/assets/STAssesRubricsRvsdS15.pdf
Check-list
Checklist to assess the activities to be adapted:

1

2
3
4
5
6
7
8
9
10

11

IS THIS A COMPETENCE-BASED PROPOSAL?
IN RELATION TO THE ACTIVITIES
Yes
Do the activities follow a logical learning sequence?
Previous knowledge exploration – introduction of new contents –
organisation of knowledge – application of knowledge to
problem solving
Are learning situations introduced by questions or as problems to
be solved?
Are contents to be worked related to real facts or daily
problems?
Do these activities require applying the acquired content and
learning something new?
Is it easy to establish connections between contents from
different areas?
Is it planned to carry out tasks which require the use of cognitive
skills of a varied level of difficulty?
Are students aware of the purpose of each task?
IN RELATION TO THE USE OF RESOURCES AND MATERIALS
Yes
Are the resources and materials used diverse?
Do they stimulate curiosity amongst students?
Is there a connection between the resources and materials used
and the students’ interests?
IN RELATION TO THE CLASSROOM SOCIAL ORGANISATION
Yes
Is autonomy promoted?
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12
13
14
15
16
17
18
19
20

Are the teacher’s interventions based on adequate questions
rather than on explanations?
Is individual work complemented by collective work?
IN RELATION TO DIVERSITY
Are the students’ different working rhythms respected?
Are multilevel activities planned?
IN RELATION TO ASSESSMENT
Are assessment criteria shared with the students? Does the
teacher check if they have understood them?
Are the assessment criteria communicated to students?
Is it planned to use strategies to help students identify what they
have learnt and to understand their difficulties?
Is it planned to use peer-evaluation or to share what has been
learnt amongst students?
By the end of the unit, are instruments and techniques used so
that students are able to verbalise what they have learnt and to
identify what they have to improve? Are tools and resources
provided so as to achieve this?
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4. INCLUSION COMPETENCE FOR PRIMARY TEACHER TRAINERS
Abstract
In this module, some resources to adapt the inclusive education conception are shown. The
importance of inclusive education is conceptualized as a process that intends to give an answer to
the students’ diversity by increasing their participation and decreasing their exclusion from and
within education. Another content worked is the importance of the alignment between students’
diversity (different capacities, interests, abilities…) through the teaching practice (support and
decisions).

Target
University teachers/professors

Learning outcomes
At the end of this module, participants will be able to design competence-based inclusion activities.
It implies:
a) To acquire knowledge on how pupils with diverse cognitive, motor, and/or social/behavioral
needs learn.
b) To self-assess and reflects on the own teaching practice about inclusion in education.
c) To apply the adequate strategies, methods, and supports according to the students’ needs,
origins, abilities, interests, families, capacities, and intelligences.
d) To assess the results of the support and makes decisions (improvement, changes…) according
to the students’ needs, origins, abilities, interests, families, capacities, and intelligences.

Content
1. Students’ diversity (differences about needs, origins, abilities, interests, families, capacities,
and intelligences).
2. Principles and dimensions of an inclusive education.
3. Inclusive strategies, methods, barriers, and supports.

Learning sequence and Compulsory learning and assessment activities
The activities could be adapted for pre-service and in-service teachers following the stablished levels
in the rubric.
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Learning
Sequence

To
see
cartoon.

a To read the course basic
material Dimensiones de la
educación inclusiva (Ignasi
To create a Puigdellívol, 2018).
word
cloud
according to the To write a reflection and
cartoon: What improvement about inclusive
do you think education.
when you see
the cartoon? It To consult the course basic
can be a guide material
resources
to think about: (complementary).
see the table
below.
To share experiences about
inclusive
education
or
students’ diversity in the
university context or primary
school context.

To create an activity so that the
students can develop inclusive
education (template ad hoc).
Peer-assessment.
To modify the original activity
according to the content of the
peer-assessment. At the end of
this adaptation, please explain the
main done changes. 3 information
should be included:
- What has been changed?
- Why has it been changed?
- To reflect on how to transfer this
experience to primary teachers
and in other activities in teaching
practice.

Link between activities, content and Learning Outcomes:
LEARNING
CONTENT LEARNING ACTIVITY
ASSESSMENT ACTIVITY
OUTCOMES
Compulsory Complementary Compulsory
Complementary
To
acquire 1
To see a
knowledge on
cartoon and
how pupils with
discuss.
diverse
cognitive, motor,
To create a
and/or
word cloud
social/behavioral
according to
needs learn.
the cartoon:
What do you
think when
you see the
cartoon? It
can be a
guide
to
think about:
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To
self-assess 2 & 3
and reflects on
the own teaching
practice about
inclusion
in
education.

To apply the 1, 2 & 3
adequate
strategies,
methods,
and
supports
according to the
students’ needs,
origins, abilities,
interests,
families,
capacities, and
intelligences.
To assess the 1, 2 & 3
results of the
support
and
makes decisions
(improvement,
changes…)
according to the
support
adaptations.

see the table
below.
To read the
course basic
material:
Reading:
Dimensiones
de
la
educación
inclusiva
(Ignasi
Puigdellívol,
2018).

To consult the
course
basic
material
resources.
To
share
experiences
about inclusive
education
or
students’
diversity in the
university
context
or
primary school
context.

To consult the
course
basic
material
resources

Peerassessment.
To modify
the original
activity
according to
the content
of the peerassessment.
At the end of
this
adaptation,
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To write a
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improvement
about inclusive
education. To
answer
the
questions
propos

To create an
activity so that
the
students
can
develop
inclusive
education
(template
ad
hoc).
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please
explain the
main done
changes. 3
information
should be
included:
- What has
been
changed?
- Why has it
been
changed?
- To reflect
on how to
transfer this
experience
to primary
teachers and
in
other
activities in
teaching
practice.
ACTIVITY 1
Please, see the image below: (30’)
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To create a word cloud according to the cartoon: What do you think when you see the cartoon? It
can be a guide to think about:
- What are the main differences between the two images?
- How are we each of us?
- How do we learn each one of us?
- In the education context, what situations can we find in the cartoon? Mention three examples.
- What is the difference between equity and equality?

ACTIVITY 2
Read the course basic material (Ignasi Puigdellívol, 2018) in order to identify: the characteristics of
inclusive education, the main differences between the integration and inclusion methods, the main
differences between ability and disability, the main barriers from an inclusive perspective (attitudinal
barriers, didactic barriers, social and cultural barriers, and organizational barriers), and the supports
from the universal design for learning perspective.
Self-assess the reading with an ad hoc check-list, considering the course basic material:
Yes

No

Could I enumerate 5 inclusive education characteristics?
Do I understand the main differences between the
integration and inclusion methods?
Do I understand the main differences between the ability
and disability?
Could I explain and develop some attitudinal barriers
from an inclusive perspective?
Could I explain and develop some didactic barriers from
an inclusive perspective?
Could I explain and develop some social and cultural
barriers from an inclusive perspective?
Could I explain and develop some organizational barriers
from an inclusive perspective?
Do I understand the supports from the universal design
for learning perspective?
What I have not quite understood is... (optional - complementary)
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Write a brief reflection and improvement about inclusive education.
What have I learned and reflected with the inclusive education reading? (Ignasi Puigdellívol, 2018)
Share some experiences about inclusive education or students’ diversity in the university context
or primary school context (optional – complementary).
(minimum ½ page)

Assessor:
Self-assessment with check-list
Assessment criteria:
•
•

Relevance of the proposed activities, according to the inclusive education perspective
Ability to integrate inclusion competence and other competences in the same activity
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ACTIVITY 3
Create two activities so that the students can develop inclusive education (template ad hoc).

Subject:

Course:

Competences
INCLUSION

Target (pre-/in-service)

Learning Outcomes

Contents

&

xxx To create oral communicative 1. Students’
diversity
situations with a correct use and
(differences about needs,
(please, add other
good command of language in
origins, abilities, interests,
competence to be primary education
families, capacities, and
promote).
intelligences).
2. Principles and dimensions of
an inclusive education.
3. Inclusive
strategies,
methods,
barriers,
and
supports.
Activity 1 description

Resources

Assessment criteria

Observations
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Grouping
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Subject:

Course:

Competences
INCLUSION

Target (pre-/in-service)

Learning Outcomes

Contents

&

xxx To create oral communicative 4. Students’
diversity
situations with a correct use and
(differences about needs,
(please, add other
good command of language in
origins, abilities, interests,
competence for be primary education
families, capacities, and
worked)
intelligences).
5. Principles and dimensions of
an inclusive education.
6. Inclusive
strategies,
methods,
barriers,
and
supports.
Activity 2 description

Resources

Time

Grouping

Assessment criteria

Observations

Assessor:
Peer-assessment with workshop
Assessment criteria:
•
•

Relevance of the proposed activities, according to the inclusive education perspective
Ability to integrate inclusive competence and other competences in the same activity
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Feedback
Peer feedback in the workshop tool, using the following check-list.

IS THIS A COMPETENCE-BASED ACTIVITY FROM AN INCLUSIVE PERSPECTIVE?
IN RELATION TO THE ACTIVITIES
Yes No Comments
1 Do the activities follow a logical learning sequence?
Previous knowledge exploration – introduction of new
contents – organisation of knowledge – application of
knowledge to problem solving
2 Are learning situations introduced by questions or as
problems to be solved?
3 Are contents to be worked related to real facts or daily
problems?
4 Do these activities require applying the acquired content
and learning something new?
5 Is it easy to establish connections between contents from
different areas?
6 Is it planned to carry out tasks which require the use of
cognitive skills of a varied level of difficulty?
7 Are students aware of the purpose of each task?
IN RELATION TO THE USE OF RESOURCES AND MATERIALS
Yes No
8 Are the resources and materials used diverse?
9 Do they stimulate curiosity amongst students?
10 Is there a connection between the resources and materials
used and the students’ interests?
IN RELATION TO THE CLASSROOM SOCIAL ORGANISATION
Yes No
11 Is autonomy promoted?
12 Are the teacher’s interventions based on adequate
questions rather than on explanations?
13 Is individual work complemented by collective work?
IN RELATION TO DIVERSITY
Yes No
14 Are the students’ different working rhythms respected?
15 Are multilevel activities planned?
IN RELATION TO ASSESSMENT
Yes No
16 Are assessment criteria shared with the students? Does the
teacher check if they have understood them?
17 Are the assessment criteria communicated to students?
18 Is it planned to use strategies to help students identify what
they have learnt and to understand their difficulties?
19 Is it planned to use peer-evaluation or to share what has
been learnt amongst students?
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20 By the end of the unit, are instruments and techniques used
so that students are able to verbalise what they have learnt
and to identify what they have to improve? Are tools and
resources provided so as to achieve this?
To modify the original activity/activities according to the content of the peer-assessment. At the end
of this adaptation, please explain the main done changes. 3 information should be included:
- What has been changed?
- Why has it been changed?
- To reflect on how to transfer this experience to primary teachers and in other activities in teaching
practice.

Final quiz
1. How could we define inclusive education?
a. Inclusive education is a method.
b. Inclusive education is an educational innovation.
c. Inclusive education is a new way of perceiving the new educational.
d. Inclusive education is an educational trend.
2. Inclusion educational perspective implies... (say which one is false):
a. Focusing on the individual and on his/her adaptation possibilities, because the
addressees are students with disabilities and with special educational needs.
b. Focusing on the institution or educational centre itself, because the addressees are
students who belong to vulnerable groups, who are at risk of being excluded from
the educational system.
c. Focusing on transformation of the centre and the classroom dynamics.
d. Focusing on integrated support and individualised plans.
3. Which barriers for learning and participation from an inclusive perspective are?
a. Organisational barriers.
b. Attitudinal barriers.
c. Didactic barriers.
d. Social and cultural barriers.
e. All of them are true.
4. What ways to provide support can affect the organisation of the centre and, consequently,
benefit all students?
a. Reduced learning time.
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b. Grouping students and support inside the classroom.
c. The families' participation.
d. B and C are correct.

Resources
1. Film: The Chorus (French: Les Choristes; Chinese: 放牛班的春天)
https://v.qq.com/x/cover/3u551qgyjhil9l7/e0017kda23c.html?start=180 (China website)
https://gloria.tv/video/22FLABMtXt4RC2gXEcuw2qYXm

2. Book: Teacher Education for Inclusion: profile of inclusive teachers
https://r.search.yahoo.com/ylt=Awr9IMwdAK5aJpgAvytXNyoA;ylu=X3oDMTEycmlqNzM1BGNvbG8DZ3ExBHBvcwMxBHZ0
aWQDQjU0MDFfMQRzZWMDc3I-/RV=2/RE=1521381533/RO=10/RU=https%3a%2f%2fwww.europeanagency.org%2fsites%2fdefault%2ffiles%2fProfile-of-Inclusive-Teachers.pdf

3. Research artical: Research of teachers' justice virtue
http://kns.cnki.net/KCMS/detail/detail.aspx?dbcode=CMFD&dbname=CMFD201401&filename=1013290676.nh&ui
d=WEEvREcwSlJHSldRa1FhcEE0RVZxejRSZllHSG5CWUZLamErOGFtM0NUVT0=$9A4hF_YAuvQ5obgVAqNKPCYcEjKen
sW4ggI8Fm4gTkoUKaID8j8gFw!!&v=MzE5NDIxTHV4WVM3RGgxVDNxVHJXTTFGckNVUkxLZlpPZG5GeTNrVkwvQVZG
MjZIYkd4SHRmTHFaRWJQSVI4ZVg=

4. Research artical: Psychometric properties of the revised Teachers' Attitude towards Inclusion scale
https://strathprints.strath.ac.uk/49180/5/Monsen_etal_IJSEP2015_psychometric_properties_of_the_revised_teac
hers_attitude_inclusion_scale.pdf

5. Research artical: Measuring pre-service teachers' attitudes towards inclusive education
https://www.sciencedirect.com/science/article/pii/S0742051X15300032/pdfft?md5=d4030ae3363008e5e7a42cefc
2192bf0&pid=1-s2.0-S0742051X15300032-main.pdf

6. Interview of Special education teachers (see appendix)
EXAMPLES OF HOW THIS COMPETENCE WOULD BE REALISED IN THE PRIMARY CLASSROOM
1. Article: The Story of Little Teddy Stoddard (Chinese: 最好的老师)
http://www.manfen5.com/stinfo/cz_yw/SYS201403021530593906873057/ (in Chinese)
http://www.teachnet.com/speakout/inspiration/ (in English)

2. TV news -Education of Children with disabilities
http://tv.cntv.cn/video/C10598/712454581dd044498955127c5498571

3. TV news -Educational issues of autistic children
http://news.cctv.com/2017/05/26/VIDEGGB2708FpwIr6WT2JNNU170526.shtml
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Rubric
INCLUSION COMPETENCE

Value diversity
as a natural
fact which has
to be positively
integrated,
developing
strategies that
prevent
exclusion and
discrimination
from
happening, and
provide equal
opportunities
to all students.

Establishment
and
development
of
goals,
teaching and
assessment
strategies that
take
into
consideration
and give an
answer to the
needs
of
students with
different
origins,
abilities,
interests,

Expert

Proficient

Basic

The
teacher
acknowledges
diversity
and
develops adjusted
and
specific
material and a
whole classroom
management
system to foster
competences and
learning of all the
students,
from
their
own
capacities
and
intelligences.

The
teacher
acknowledges
diversity
and
makes
some
general
adjustments for all
students.

The
teacher
acknowledges
student diversity
and treats all
students equally.

The
teacher
reflects on his/her
The
teacher conceptualization
provides learning of inclusion and on
opportunities to its implications on
students.
the
teaching
practice.
The
teacher
reflects on how
s/he
puts
to
The
teacher practice his/her
assesses the results conceptualization
of the support and of inclusion.
makes decisions
(improvement,
changes…).
The
teacher The teacher uses The teacher uses
continuously
adjusted
and general strategies
applies
the integrated
and methods to
adequate
strategies
and adapt
his/her
strategies,
methods
to teaching to the
methods
and provide support.
students’ needs.
support according
to the students’ The
teacher The
teacher
needs.
focuses on the established
effect of these common goals for
The teacher adjusts strategies
and all
students
quickly
his/her methods on the regardless of their
performance
students’ learning. individual
according to the
differences.
students’ needs.
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In
Development
The
teacher
knows
and
acknowledges
diversity as a
natural
fact
which
is
present in our
society
and,
consequently,
in
the
classroom.

The
teacher
knows
that
different
strategies and
methods can
be used to
provide
support
according
to
the needs and
individual
characteristics
of students.
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families
and
communities.
Regulation of
the teaching
action aiming
to overcome
those obstacles
that
hinder
learning, and
to
foster
autonomous
learning.

Identification
of and giving
support
to
students with
learning,
behavioral,
emotional or
social
difficulties and
gifted students
as well as
request
of
advice
to
services
and
specialists to
support
diversity
of
educational
needs.

The
teacher
systematically selfassesses
and
reflects on the own
teaching practice
about
inclusion
and self-regulates
effectively his/her
practice through
the expert use of
methods
and
strategies in order
to
foster
autonomous
learning of each
student.

The teacher selfassesses
and
reflects on the
own
teaching
practice. The selfregulation habit of
his/her practice
allows him/her to
articulate
strategies
and
methods
to
promote
participation and
autonomous
learning of each
student.

The
teacher
identifies
and
assesses his/her
attitudes
and
actions and is able
to change them
through individual
and
group
reflection.

The
teacher
acknowledges
diversity in the
classroom and is
able to give a
sufficient answer
to it, based on
his/her
own
experience and the
acknowledgement
of external services
and resources.

The
teacher
assesses
and
distinguishes
which
students
need
special
attention.
The
teacher is able to
adjust
his/her
actions to the
needs of these
students.

The teacher can
pay attention to
students
with
special needs but,
even though s/he
knows the existing
services, s/he does
not use them
systematically.

The teacher can
pay attention to
students
with
special
needs,
using
acquired
knowledge
and
self-reflection on
his/her
own
practice.

The teacher can
guide these pupils
with special needs
to their school
counseling center
or
to
the
specialized
services.
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The teacher is able
to
work
collaboratively
with
support
teachers
and
other specialists.

The
teacher
knows
some
methods and
strategies to
self-assess
his/her practice
regarding
inclusion,
which implies
s/he is able to
use
them
partially
or
separately in
order
to
promote
participation
and learning
amongst
students.
The
teacher
knows
the
different
services
and
resources
inside
and
outside
the
school to ask
them
for
support when
his/her actions
are
not
sufficient.
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5. COMMUNITY ACTION COMPETENCE FOR PRIMARY TEACHER
TRAINERS
Abstract
The importance of the competence ‘community action’ in the field of primary teaching and
education is presented, including communication with families, colleague collaboration,
developing an inclusive classroom environment and involvement with school activities.
Outcomes for students, teachers and parents are demonstrated, along with suggestions on
how best to implement best practice in these areas and facilitate the collaboration necessary
to achieve such results. Barriers are also discussed for the challenge’s educators may face
when seeking professional development and practice in the areas of collaboration and
communication with parents, colleagues and the community.

Target
University teachers/professors

Learning outcomes
At the end of this module, participants will be able to demonstrate the ability to establish effective
working relationships (by co-operating with colleagues, communicating with other stakeholders and
institutions and involving families in their child’s education). It implies:
a) To be able to communicate with students’ families effectively, enabling them to become
involved and support their children’s progress and well-being.
b) To be able to demonstrate team-working skills by developing professional collaborative
relationships with colleagues necessary to share knowledge and teaching experiences.
c) To be able to participate in school activities and engage with the school’s vision and
values.
d) To be able to collaborate with colleagues to achieve a shared goal of identifying and
providing the inclusive environment necessary for a diverse range of students.
e) To be able to communicate and build professional relationships with other businesses
and schools within the local community.
f) To be able to self-assess the skills associated with collaborative working and community
action.
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Content
The content for this competence is split into two sections:
1. The teacher-parent relationship and its’ effect on the learning process
2. Collaboration with colleagues: sharing knowledge and providing support

Learning sequence and Compulsory learning and assessment activities
The activities could be adapted for pre-service and in-service teachers following the stablished levels
in the rubric.
Learning
Sequence

Teacher-parent
relationship (30’)

Strategies for involvement
and communication with
parents (90’)

Collaborating with
colleagues and developing
your own PLC (120’)

Link between activities, content and Learning Outcomes:
LEARNING
CONTENT
LEARNING ACTIVITY
OUTCOMES:
Compulsory
Complementary
To
communicate 1
1-Brainstorming
with
students’
the benefits of
families effectively,
parent-teacher
enabling them to
communication
become
involved
2and support their
Reading
the
children’s progress
‘communicating
and well-being.
with
parents’
document
To
demonstrate 1&2
Read the PLC
team-working skills
document
by
developing
professional
collaborative
relationships with
colleagues
necessary to share
knowledge
and
teaching
experiences.
To participate in 1&2
Complete
the Reflection
school activities and
collaborating with exercise: Are you
engage with the
colleagues’
making the most
section
of your networks?
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ASSESSMENT
Compulsory
Completing
and
reflecting on the
associated question
with
the
‘communicating with
parents’ activity

Create your own
professional learning
community / tutorial
action plan (in small
groups, 3-4 people).
Peer
assessment
with a rubric.
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school’s vision and
values.
To collaborate with 2
colleagues
to
achieve a shared
goal of identifying
and providing the
inclusive
environment
necessary for a
diverse range of
students.
To
communicate 1&2
and
build
professional
relationships with
other
businesses
and schools within
the
local
community.
To self-assess the 1&2
skills
associated
with collaborative
working
and
community action.

Read the
document

PLC Reflection
exercise: Are you
making the most
of your networks?

Create your own
professional learning
community / tutorial
action plan (in small
groups, 3-4 people).
Peer
assessment
with a rubric.

Read the
document

PLC

Create your own
professional learning
community / tutorial
action plan (in small
groups, 3-4 people).
Peer
assessment
with a rubric.

Reflect
on
personal
skills
needed
for
collaboration

ACTIVITY 1
Spend a few minutes writing a list of what you think the benefits are for engaging with parents in
your own practice for the child, the parent and the teacher.
Child

Parent
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One key element of ‘Community Action’ is effectively communicating with students and their families
so that their parents are fully engaged and pro-active in the child’s learning process. Teachers should
encourage appropriate levels of parental engagement which can include a range of elements as
suggested by Goodall and Vorhaus (2010):
•
•
a)
b)
c)
d)
e)

Parenting-taken to include the provision of housing, health, nutrition, safety, home
conditions and information.
Engagement-taken to include the following activities:
Learning at home- help with homework, subject skills, attitudes, values and
behaviour
Communication- school-home and home-school
In school activities- volunteering, helping in classrooms, parents evening, field trips,
participating as a member of an audience
Decision making- undertaking role as school governor or other committees and
advisory groups
Collaborating with the community- community contributions to schools and families,
family and school contributions to the community

Research has shown that there are several benefits for parental involvement during the primary
years which impact on the child, the parent and the teacher. These include:
Child
Parent
Teacher
• Significant positive affect • Reduction in parent-child • Improved attendance
on the child’s academic
conflict
achievement including
higher
maths
and
reading scores
• More
successful • Noticeable improvement in • Decrease in disciplinary
adjustment
to
the
parenting styles
issues
learning environment
•

Improves the parent- •
child relationship

Receive regular feedback •
about
their
child’s
performance and behaviour

Higher
completion
homework

•

Encourages the children •
to
become
more
involved in their own
progress and learning.
Critical improvement to •
their social-behavioural
functioning

Parent satisfaction with the •
education their child is
receiving

More effective
systems

More informed about needs •
of their children and
teacher objectives

Positive student attitudes

•
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•

Improved relationship •
with teachers

Higher
aspirations
children

educational •
for
their

Further insight into how to
address and meet the
needs of their students

•

Student satisfaction with •
school life

Two ways communication •
with
teachers
allows
everyone to have the same
idea about the child’s goals
and progress

Information gained from
parents can help teachers
plan activities and set
appropriate
goals
for
students

•

In
some
instances, •
motivation
to
pursue
additional
education
themselves.

Two-way communication
with
parents
allows
everyone to have the same
idea about the child’s goals
and progress

In order to realise the benefits of developing relationships with parents, the next section will explore
communication strategies for working with parents.
STRATEGIES FOR INVOLVEMENT AND COMMUNICATION WITH PARENTS
Effective strategies to encourage parental involvement have been demonstrated by Epstein’s
Framework which proposes six strategies:
1.
2.
3.
4.
5.
6.

Parenting
Communicating
Volunteering
Learning at home
Decision making
Collaborating with the community

Parenting involves helping all families establish home environments to support children as students.
This could be through providing appropriate suggestions of home activities at each grade level,
supporting parents in their knowledge of topics their children learn, making extra-curricular activities
available to parents, and developing outreach work to foster home-school links. When implementing
such programmes, it is important to ensure that all families can access the information and that it is
delivered in a clear and usable way that is linked to the child’s success at school.
Communicating involves designing and implementing effective forms of school-to-home and hometo-school communications about school programs and children's progress. Examples of this
implementing a schedule of communication to ensure regular communication, providing parents
with clear information on school activities, policies and programmes and consider the medium of
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communication. However, it is important to ensure that the information is accessible to parents and
delivered in a clear manner. Schools should seek to ensure that there are clear and established twoway channels for communication between home and school.
Volunteering involves recruiting and organising parents to help and support the learning
environment. This could be through school based activities where parents assist in activities that
play to their strengths.
Learning at home is similar to parenting and relates to providing information and ideas to families
about how to help students at home with homework and other curriculum-related activities,
decisions, and planning. To effectively use learning at home it important that parents receive
information about the skills each student requires in each subject and grade and how parents can
help foster these, details about homework policies, and schedules of work. The challenges of learning
at home is co-ordinating family linked homework activities across subjects and ensuring families are
aware of the school activities children are undertaking.
Decision-making involves actively involving parents in school decisions possibly through the use of
parent representatives in an active parent teacher association or other parent organisation,
independent advocacy groups. However, it is important that such groups are representative of all
families and parents acting in these roles would need appropriate training.
Collaborating with community is about identifying and integrating resources and services from the
community to strengthen school programs, family practices, and student learning and development.
This could include providing information on community activities that support children’s learning,
offering service to the community by students, families, and the school such as art or drama
productions, and involving school alumni. However, potential challenges to this approach involve
ensuring equity of opportunities and matching community contributions to the school goals.
As well as strategies for promoting parental involvement, it is also important that we consider any
barriers that teachers may come across. There are logistical barriers to consider, such as parents’
working schedules or competing demands in working hours. Some parents are under involved in their
children’s learning and they may require further communication and encouragement to become
actively engaged in their progress. The six stages of parental involvement, as mentioned previously,
should help you in your mission to engage these parents. On the other hand, some parents are overinvolved and may try to direct the teacher in how they should be doing their jobs. As a teacher, it is
your role to effectively manage both and do your best to ensure that the child’s learning is not
affected as a result.
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ACTIVITY 2
Read the course basic material (Communicating with parents) in order to complete the related
questions and activities: https://www.mindmatters.edu.au/docs/default-source/learning-moduledocuments/j4497_mm_moduleoverview-3-2-communicatingwithparents_v4.pdf?sfvrsn=0
1. Who can support you at the school, or from the community, if you’re not sure about how to
engage with a family?
2. How can you reflect on your own body language to know if this is having an effect on the
interaction?
3. How should you handle early morning visits or interruptions during the school day?
4. Do you think staff should always be available to parents to discuss their concerns?
5. What should teachers do if they feel unsure or unsafe?
6. What additional training might you require in order to effectively communicate with
parents?
7. How would mechanisms such as mentoring schemes enable teachers to receive support and
training on the job?
8. If your children’s parents had a full-time job and could not attend activities within working
hours, what could you do to make sure you kept them involved?
9. What would you do if you felt that a parent was becoming too involved in your teaching such
that there was a danger of negatively impacting on the learning process?
ACTIVITY 3
Pre-knowledge reflection exercise: Are you making the most of your networks?
Spend a few minutes considering your answer to each of the following questions:
a) To what extent have you formed networks with other teachers at your own school and
beyond?
b) To what extent have collaborative activities helped your role to date?
c) What evidence do you have of your collaborative activities impacting on your learners?
d) Have you developed a partnership with another teacher at your school who can observe you
teaching and give you feedback? What sort of observational activities have you experienced?
Have any had a collaborative component?
What is collaboration in a school setting?
Collaboration is the process of the teachers and other professionals in education working together
in order to share their knowledge and unique experiences, enhancing instruction and the learning
experience for students. Collaborative practices are the method by which a school instils its’ values
and beliefs within the day-to-day practice of teaching (McKinsey, 2010).
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Collaborative working involves utilizing important skills of communication and allows educators to
develop their competence, commitment and accountability for their practices. When effective,
collaboration ensures that best practice of the important competencies is shared and distributed
with peers as widely as possible. Sharing expertise allows the school as a whole to improve their
practice, as educators are passing on skills and experience that they have learnt throughout their
teaching and allowing others to learn from them.
Collegial relationships with colleagues allow teachers to share difficulties and challenges, problem
solve as a team, engage in new opportunities and engage in a trusting environment that encourages
growth and communication. There are many benefits of collaboration for children and teachers:
Child
Teacher
• Improved teaching due to the sharing of • Higher job satisfaction
resources, skills and expertise
• Positive impact on student achievement • Share expertise and ideas
•
•
•

Increases student expectation of their •
achievements
Increased engagement and higher •
motivation to participate
Demonstrates importance of team work •
and collaboration
•

Group problem solving
Developing new practice
Adapt and broaden your teaching style
Collate a pool of collective experience

•

Develop quality of practice

•

Strive for better outcomes due to emphasis on
development

•

Gain feedback from peers

•

Reduce pressure and workload- reduces stress
and boosts morale

•

Gain confidence and reassurance

•

Increase productivity,
innovation

•

High commitment to teaching and students

•

Opportunity to critically review and plan as a
group after engaging in reflective practice
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Another benefit of collaboration for both teachers and children is that collaborative working is one
method that teachers can use to ensure that they employ best practice for an inclusive environment
within their classroom. This has been shown to increase access to a wider range of instructional
options, improve educational outcomes in all children and increase the teachers’ ability to attune
themselves to their students’ needs. For teachers, the collaborative methods strengthen their
capacity for inclusion as it facilitates professional development from sharing knowledge and
expertise about the situations that could be faced. Some examples of good practice when trying to
provide an inclusive curriculum and environment are: peer observation, co-teaching, and staff jointly
discussing plans for children with additional learning needs.

ACTIVITY 4
Spend a few minutes writing of the skills and personal qualities that you think are important for
collaboration. Then reflect on which skills you have mastered and which you need to develop.

Personal qualities and conditions needed for collaboration
Whilst some of the conditions for collaboration are a school or strategic level decision (and therefore
something that cannot be helped by you as a teacher), there are attitudes and qualities of the
individual and suitable working conditions that can encourage collaboration and allow for a more
productive team. They include:
Please, mark with a cross:
Yes, I included this No, I do not include this
attitude and quality.
attitude and quality.
-Ability to communicate, think and continue
to learn
-Positive attitudes and behaviours
-Responsibility and adaptability
-Team work skills
-Capacity to sacrifice some autonomy in
interests of collaboration
-Capacity to focus on a group work mentality
for the good of the working task
-Ability to use reflective practice both
individually and in a group environment
-Capacity to treat conflict as healthy group
dynamics
-Time and space to collaborate

- 67 -

Teacher Trainers’ Training on the Competence-based approach.
-Shared belief in the purpose, process and
benefits
-Create a culture of collaboration- ability to
share experiences freely
-Identify
relevant
purposes
and
opportunities for collaboration
-Developing
relationships
and
communication with colleagues
-Conducive behaviour, showing respect,
modesty and honesty
-Motivation and eagerness to learn
-Confidence and positive behaviour
-Ability to focus on the bigger picture
-Trusting environment
Write a brief reflection about this activity.
What have I learned and reflected with the personal qualities and conditions needed for
collaboration?
Share some experiences about collaboration in the university context or primary school context
(optional – complementary).
(minimum ½ page)

Assessor:
Self-assessment with check-list and comments.

ACTIVITY 5
Professional Learning Communities (PLCs)/Jiaoyanzu (Teaching and Research Groups)
One way of installing effective collaboration practice within your teaching is to become part of a
professional learning community (PLC). These ‘communities’ involve groups of practitioners working
together in a structured manner to focus on their teaching subject, with the intended outcomes of
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improving their own teaching style and practice, which has been shown to have a positive impact on
student and school achievements.
Transformative learning theory suggests that in the context of academic environments, adults learn
best when provided opportunities for critical thinking, to act on new perspective and to relate to
others going through the same process (Mezirow, 2009). PLCs are a novel opportunity that facilitates
reflection, active learning and experience sharing with colleagues in order to promote growth and
improve provision of inclusive practice. They shift the focus away from isolated teaching practice to
support a shared model of teaching where professional inquiry and knowledge building is
encouraged.
They can be particularly useful for lesson planning for the subject at hand, behavior management
and determining assessment processes as these are areas where sharing best practice with
colleagues has significant value. The communities are created with colleagues that teach the same
subject as themselves.
When working collaboratively with others it is important to recognize that barriers can exist and
these must be taken in to consideration when PLCs are constructed. For example, some teachers
sometimes view collaborative practice as a daunting threat to their personal autonomy and expertise
whereas others may hold the perception that if they have invested time and effort in to designing
resources they do not see the value in sharing with others or feel that their work may be negatively
evaluated by their peers. Other potential barriers include a lack of opportunity to work
collaboratively and individuals not fully appreciating the benefits. There are a number of strategies
which can be used to break down some of these barriers and enhance collaboration:
•
•

•
•
•

•

•

Pair teachers together so that they can lesson plan or co-teach together
Assign homework for teachers to research a specific topic within their teaching subject and
teach the rest of the group their area of ‘expertise’- this could be incorporated into a PLC as
a fun but productive task to improve group knowledge
Hold open lessons in classrooms to allow for observation and informal feedback throughout
the year.
Choose a key issue as a focus for collaborative activity, suggesting regular meetings to ensure
that solutions are developed and evaluated.
Ask your line manager and/or other managers to consider options for organising a group of
colleagues from across the organisation who could further analyze the issue and provide
ideas.
Liaise with your manager to find out about collaborative activities across different schools or
other organizations. If none exists, suggest that a PLC could be formed with this remit for
your subject.
Utilize online platforms to discuss key issues and investigate best practice from around the
world.
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Tutorial Action Plan (PAT)
PAT means "Tutorial action plan” and it is a mentoring programme which promotes communication
and interrelations between students and educators, to identify the main formative needs and
encourage the development of academic and professional skills. Each participant student has a
mentor (tutor) who provides personalized assistance, orientation and information during their
university life. The PAT also promotes the development of transversal competences, essential from
a personal and social perspective, such as interaction, communication, autonomy, responsibility and
ethical sense. Finally, the PAT contributes to sensitize educators to the importance of tutorial action
and mentorship for higher education.

ACTIVITY 6: Creating a PLC (professional learning community) / PAT (Tutorial Action Plan) in small
groups 3-4 people.
For the first part of the activity, read pages 1-28 of ‘Creating PLCs’:
http://dera.ioe.ac.uk/5622/1/RR637.pdf
Your task is to create a professional learning community / tutorial action plan with the following
tips:
•
•
•
•

Pick a mutual need/interest
Write the desired outcomes of the group
Plan a schedule- when would you meet, how would it work?
Plan the first PLC/PAT session as if you were running it.

You can consult Guidelines for the elaboration of a “Tutorial Action Plan” below:
https://es.slideshare.net/EvaLpezLorenzo/1-orientation-plan-and-tutorial-action
And you also can consult the rubric to assess the family and community outreach.

Assessor:
Peer-assessment (group): one group assesses the proposal. Provide the assessment criteria and open
assessment.
Assessment criteria:
•
•

Relevance of the proposed plan, according to the community action competence.
Ability to integrate community action competence and other competences in the same
activity.
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Feedback
Peer assessment, using the following rubric:
Rubric to assess the family and community outreach:
The teacher

4
High effective

3
Effective

Respect

Shows
great
sensitivity and
respect
for
family
and
community
culture, values,
and beliefs.

Communicates
respectfully with
parents and is
sensitive
to
different
families’ culture
and values.

Belief

Shows
each
parent an indepth
knowledge of
their child and a
strong
belief
that he or she
will meet or
exceed
standards.
Gives parents
clear,
userfriendly learning
and
behavior
expectations
and exemplars
of
proficient
work.
Makes
sure
parents
hear
positive news
about
their
children
first,
and
immediately

Shows parents a
genuine interest
and belief in
each
child’s
ability to reach
standards.

Expectations

Communication

2
Improvement
necessary
Tries to be
sensitive to the
culture
and
beliefs
of
students’
families
but
sometimes
shows lack of
sensitivity.
Tells
parents
that he or she
cares
about
their children
and wants the
best for them.

1
Does not need
standards
Is
often
insensitive
to
the culture and
beliefs
of
students’
families.

Gives parents
clear
expectations for
student learning
and behavior for
the year.

Sends home a
list of classroom
rules and the
syllabus for the
year.

Doesn't inform
parents about
learning
and
behavior
expectations.

Promptly
informs parents
of behavior and
learning
problems, and
also
updates
parents on good
news.

Let’s
parents
know
about
problems their
children
are
having
but
rarely mentions
positive news.

Seldom informs
parents
of
concerns
or
positive news
about
their
children.
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Involving

Homework

Responsiveness

Reporting

Outreach

flags
any
problems.
Frequently
involves parents
in
supporting
and enriching
the curriculum
for
their
children as it
unfolds.
Assigns highly
engaging
homework, gets
close to a 100%
return,
and
promptly
provides helpful
feedback.
Deals
immediately
and successfully
with
parent
concerns
and
makes parents
feel
welcome
any time.
Uses studentled conferences,
report
cards,
and
informal
talks to give
parents detailed
and
helpful
feedback
on
children’s
progress.
Successfully
contacts
and
works
with
virtually
all
parents,
including those

Updates parents
on the unfolding
curriculum and
suggests ways to
support learning
at home.

Sends
home
occasional
suggestions on
how parents can
help
their
children
with
schoolwork.

Rarely if ever
communicates
with parents on
ways to help
their children at
home.

Assigns
appropriate
homework,
holds students
accountable for
turning it in, and
gives feedback.

Assigns
homework,
keeps track of
compliance, but
rarely follows
up.

Responds
promptly
to
parent concerns
and
makes
parents
feel
welcome in the
school.

Is
slow
to
respond
to
some
parent
concerns
and
comes across as
unwelcoming.

Assigns
homework but is
resigned to the
fact that many
students won’t
turn it in, and
doesn't follow
up.
Does
not
respond
to
parent concerns
and
makes
parents
feel
unwelcome in
the classroom.

Uses
conferences and
report cards to
give
parents
feedback
on
their children’s
progress.

Uses report card
conferences to
tell parents the
areas in which
their children
can improve.

Reaches out to
all parents and is
tenacious
in
contacting hard
to
reach
parents.

Tries to contact Makes little or
all parents, but no effort to
ends up talking contact parents.
mainly to the
parents of highachieving
students.
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Resources

who are hard to
reach.
Successfully
enlists
classroom
volunteers and
extra resources
from homes and
the community
to enrich the
curriculum.

Reaches out to
families
and
community
agencies
to
bring
in
volunteers and
additional
resources.

Asks parents to
volunteer in the
classroom and
contribute extra
resources.

Does not reach
out for extra
support
from
parents or the
community.

Overall rating:
Comments:

If you want, you can modify the original plan according to the content of the peer-assessment (in
small groups). At the end of this adaptation, please explain the main done changes. 3 information
should be included:
- What has been changed?
- Why has it been changed?
- To reflect on how to transfer this experience to primary teachers and in other activities in teaching
practice.
- For those rows where you have a lower score (in the rubric), you may want to reflect to consider
how you can develop this aspect.
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Final quiz
1. What does PAT mean?
a. PAT means "Tutorial action plan” and it is a mentoring programme which promotes
communication and interrelations between students and educators.
b. PAT means “Tutorial action plan” with which each participant student has a mentor
(tutor) who provides personalized assistance, orientation and information during
their university life.
c. PAT means “Tutorial action plan” and it promotes the development of transversal
competences, essential from a personal and social perspective, such as interaction,
communication, autonomy, responsibility and ethical sense.
d. All of them are true.
e. A and B are true.
2. Some attitudes and qualities of the individual and suitable working conditions that can
encourage collaboration and allow for a more productive team are…
a. Capacity to sacrifice some autonomy in interest of collaboration.
b. Developing relationships and communication with colleagues.
c. Negative attitudes and demotivation.
d. A and C are true.
e. A and B are true.
3. Which effective strategies to encourage parental involvement are?
a. Parenting
b. Communicating
c. Volunteering
d. Learning at home
e. Decision making
f. Collaborating with the community
g. All of them are true.
4. What several benefits for parental involvement during the primary years which impact on
the child, the parent and the teacher are? (say which one is false):
a. Parental involvement does not impact on the teacher.
b. More informed about needs of their children and teacher objectives.
c. Encourages the children to become more involved in their own progress and
learning.
d. Higher educational aspirations for their children.
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Resources
Epstein’s Framework of Six Types of Involvement:
Original paper: http://www.ascd.org/ASCD/pdf/journals/ed_lead/el200405_epstein.pdf
Education and community building: Rules of engagement (taken from the book ‘connecting two
worlds’):
http://www.communityschools.org/assets/1/AssetManager/combuild_IEL.pdf (pull out wall chart
on page 17)
Parent Partnership in Education: Resource Roundup (aimed at both teachers and parents- lots of
information and blog posts about why we need to engage and how) Need to create a log in:
https://www.edutopia.org/parent-leadership-education-resources
Extracurricular involvement for teachers:
http://www.teachercertification.org/a/extracurricular-involvement-teachers.html
The importance of educators’ involvement in extracurricular activities:
http://mostateteachers.typepad.com/missouri_state_teachers_a/2011/06/the-importance-ofeducators-involvement-in-extracurricular-activities.html
Extracurricular engagement and the effects on teacher-student educational relationship:
https://pdfs.semanticscholar.org/b55b/c519aba136be8f61a5aaacacb28b41ee8403.pdf
Getting involved: The parent, school and community involvement guide (example of another
school’s leaflet but really helpful to briefly encompass the whole concept of ‘community action’):
https://files.eric.ed.gov/fulltext/ED486620.pdf
Working together- Families, Schools, Communities:
https://www.edu.gov.mb.ca/k12/specedu/beh/pdf/8.pdf
The collaborative practitioner (also looks at self-reflection):
http://www.leeds.ac.uk/educol/documents/150679.html
Want to improve teaching? Create collaborative, supportive schools:
https://files.eric.ed.gov/fulltext/EJ986682.pdf
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Rubric
COMMUNITY ACTION COMPETENCE
Descriptor
Expert
Proficient
Basic
In development
Families
The
teacher The teacher establishes The establishes
The
involvement in designs
and collaborative
relationships
teacher thinks the
the
applies
relationships
with with the families in participation of
tutorial action and strategies
to families in the tutorial the tutorial action. families in the
in
formative encourage the action for progress and
tutorial
and/or decision- participation of the welfare of their
action is importan
making spaces, for families
children.
t.
the progress and and the establis
wellbeing of their hment
children
of collaborative
relationships
with them in the
tutorial action
for the progress
and well-being
of
their
children.
The
teacher propose
s collaboration
relationships
with families, as
s/he does with
colleagues and
other
organisations.
Development of The
teacher The
teacher The
teacher The teacher is
professional
promotes
the collaborates
with exchanges
predisposed
to
collaborative
development of colleagues to share knowledge
and work as a team
relationships with collaborative
knowledge
and teaching experiences with
other
colleagues
professional
teaching experiences. with colleagues.
colleagues.
(sharing
relationships
knowledge
and with colleagues The
teacher The teacher works as
teaching
to
share participates
in a team when it is
experiences),
knowledge and teamwork and uses sp required and
showing the ability teaching
ecialized support when identifies which spec
to work with a experiences.
necessary.
ialized support can
team and turning
be
used
when
to
specialised
necessary.
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support
necessary

when The
teacher makes
decisions
to
improve teamw
ork
and
collaborates
with those who
can
provide
specialized
support when
necessary.
Active participatio The
teacher The teacher shows The teacher acts The
teacher
n in
actively
active participation in in coherence
with identifies charact
the school project collaborates
the school project the school project. eristics of the
in the
through the teaching
school project.
development of practice itself.
the
school
project together
with the rest of
the educational
community and
proposes
improvements in
this project.
Collaboration with The
teacher The
teacher The
teacher The
teacher
colleagues
in collaborates
collaborates
with collaborates
with considers
order to identify with colleagues colleagues
to colleagues to identify collaboration with
and provide an to identify the identify the
diverse the diverse needs of colleagues
answer to the diverse needs of needs of students to the students, and to important
to
diverse needs of the
students, design and implement respond to them, identify
and
students, underst and to design, strategies
and understanding the respond to the
anding the school apply
and organizational systems school as an inclusive diverse needs of
as a space of evaluate
to respond to them. education space.
students.
inclusive
strategies and
education
organizational The
teacher
systems at the understands the school
classroom level as
an
inclusive
and at other education space.
levels to respond
to them.
The
teacher
understands the
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school as
inclusive
education
space.

an

The
teacher
fosters the
participation of
families
and more
disadvantaged
groups who have
traditionally
participated less,
making
them
visible
and
acknowledging
the
cultural
diversity of the
community.
Collaboration with The
teacher The
teacher The teacher carries The
teacher
other
collaborates
collaborates with other out actions aimed at values the
organisations
with
other organizations in the establishing
importance of the
from
organizations in community and with relationships
school's
the community an the community the
school between the school relationship with
d
with
the and with the environment.
and
other its context.
school environme school
organizations
in
nt, favouring the environment.
the community and
relationship
with the school
between
the The
environment.
teacher
school
and makes decisions
its context.
to improve the
relationship
between the
school and its
context.

Active
participation
in school life

The
teacher The
The
The
teacher
participates
teacher actively partici teacher actively parti identifies
the
actively in the pates in the activities cipates
in
the main components
activities, in the of the school
life, activities
that
planning and in coordinating with the of the school life.
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the organization rest of the educational
of
school community.
life, along with
the rest of the
educational
community.
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6. SELF-REFLECTION AND PROFESSIONAL DEVELOPMENT
COMPETENCE FOR PRIMARY TEACHER TRAINERS
Abstract
The importance of the competence ‘self-reflection and professional development’ in the field of
primary education is developed, particularly focusing on methods to help educators become a
reflective practitioner and identify one’s own professional development needs throughout their
career.

Target
University teachers/professors

Learning outcomes
At the end of this module, participants will be able to demonstrate the ability to self-reflect on their
own teaching practice and show continuous professional development and learning. It implies you
will be able to:
a) Participate in meaningful self-assessment and co-evaluation with colleagues to improve
your own professionalism and determine the implication of this on the teaching
environment.
b) Understand and be able to acquire knowledge from your own practice to become a
reflective practitioner.
c) Identify own training needs and plan one’s own teaching career.
d) Self-assess skills required for reflective practice and professional development.

Content
The content is split in to two parts considering the following topics:
1. Reflection
2. Professional development
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Learning sequence and Compulsory learning and assessment activities
Learning
Sequence

To self-assess current
reflection practices and
consider own ‘theory-inuse’ (45’)

To explore existing
models of reflection and
implement in own
practice (120’)

Develop own professional
development plan (’75)

Link between activities, content and learning outcomes:
LEARNING OUTCOMES:

CONTENT

To
participate
in 1 & 2
meaningful
selfassessment and coevaluation
with
colleagues to improve
your own professionalism
and
determine
the
implication of this on the
teaching environment

To understand and be 1
able
to
acquire
knowledge from your
own practice to become a
reflective practitioner.

To identify own training 2
needs and plan one’s own
teaching career.

To self-assess the skills 1&2
required for reflective
practice and professional
development.

LEARNING ACTIVITY
Compulsory
Complementary
Establishing
your
own
theory-in-use,
along
with
other peoples’,
and
thinking
about how you
would use this
in
problemsolving within
the classroom.

ASSESSMENT
Compulsory

Think
of
a
learning
situation and
apply
a
reflective model
to
undertake
the process of
reflection.
Write your own Identify
what
PDP.
you
greatest
professional
need is and find
a resource that
will help you
with this.
Write your own Use
the
PDP.
reflective
process to selfassess
your
practice
and

Reflection in
practice: Lesson
plan selfreflection and
assessment

- 81 -

PDP plan

PDP plan

Teacher Trainers’ Training on the Competence-based approach.
development
after lessons and
supervision to
build up your
reflective skills.
Pre-service teachers
•
•
•
•
•
•
•
•
•

The teacher implements performance feedback from supervisor and/or colleagues to
improve practice.
The teacher is aware of the impact of the teaching practice on students.
The teacher is aware of the importance of sharing teaching practices.
The teacher understands the importance of having a systematic reflexive attitude.
The teacher knows that life-long training is important for a professional career.
The teacher knows self-regulated learning is necessary for continuous improvement.
The teacher knows that innovation is necessary for continuous improvement.
The teacher knows that continuous deepening to achieve a better command of pedagogical
and disciplinary knowledge is important.
The teacher intuits that evaluation has a great importance to guide learning

Masters students
•
•
•
•
•
•
•
•
•

The teacher engages in professional development activities.
The teacher reflects in a general way on the impact of his/her teaching practices on students’
learning.
The teacher shares some teaching practices with colleagues of the same level in ordinary
school structures.
The teacher understands the importance of not being a simple technician who applies the
curricular and organizational prescriptions that are given to him/her and of reflecting on the
teaching practice.
The teacher is able to reflect on the practice to make improvement decisions.
The teacher participates in the training actions that are offered or in those that s/he thinks
s/he need but without a predetermined plan.
The teacher understands training as an individual practice, which is not related to the school
nor to its needs.
The teacher knows the components (cognitive, metacognitive and emotional) of selfregulated learning and tries to consider it in his/her continuous improvement.
The teacher implements some innovative elements in her/his teaching practices from
suggestions that have been proposed by others.
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•

•

The teacher is periodically updated in his/her field of disciplinary knowledge and in the
pedagogical knowledge, attending conferences, reading publications, participating in
training activities, etc.
The teacher is aware of how evaluation conditions the type of learning and tries to find ways
to improve it.

In-service teachers
•
•
•
•
•
•
•

•
•

•

The teacher implements new and different instructional strategies based on current research
for teaching improvement.
The teacher self-assesses his/her teaching practice through evidences obtained in the
classroom.
The teacher regularly shares teaching practices with colleagues with the aim to improve
students learning.
The teacher starts to do research in action, with a classroom diary or collecting notes and
data in order to improve teaching.
The teacher establishes his/her training needs and participates in training modalities which
allow achieve her/his new challenges.
The teacher starts to see training not only in an individual way, but also in a collective way,
taking into account school project and the institutional needs.
The teacher mobilizes some of the cognitive, metacognitive and emotional components that
allow self-regulation of his/her learning about education, articulating them to achieve an
improvement in his/her performance.
The teacher autonomously makes some research actions with the aim of improving teaching.
The teacher is continuously updated in his field of disciplinary knowledge, not only attending
conferences, reading publications, participating in training activities, etc. but also
participating in training within school in a way that is committed to the community.
The teacher tries to achieve a good understanding of the role of assessment, reflecting on
how to change from evaluation of learning to evaluation for learning or as a learning activity.

ACTIVITY: Pre-content exercise
Take a couple of minutes to think about what reflective practice means to you. Go on to discuss
this within your groups (there will not be one uniform answer as everyone will have different
experiences of reflection).
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Before we look at different models of self-reflection, spend a few minutes self-assessing what
reflection you currently engage in by answering the following questions:
1. Do you always find time to reflect on your lessons?
2. Do you consider what went right as well as what went less well?
3. Do you ask yourself ‘why did it go like that?’ and try to establish sound learning points
that you can apply in future teaching?
4. Do you deliberately try to learn from one lesson how to improve the next?
5. If something does not go as planned, do you manage to avoid too much blaming of
students, and of yourself?
6. Do you seek out opportunities to talk about your teaching with those that might
help?
7. If a medal describes something that went well and a mission describes something
that could be improved; are you able to give yourself a ‘medal and a mission’ after
each lesson however well or badly it went? What would be an example of each from
a recent lesson that you taught?
SECTION ONE: Reflection
Reflective practice takes place when an individual think critically about an experience, event, action
or their skills. This thinking process (often considering the ‘what’ ‘why’ and ‘how’) increases their
competence as a professional and their self-awareness, improving their practice as a result.
Every educator, irrespective of how experienced they are, has their own ‘theory-in-use’. Theory-inuse is your own beliefs and assumptions about the nature of learning, teaching, and theories on what
practices do and do not encourage learning (Schon, 1983). These theories manifest themselves by
being the deciding factor or explanation behind your lesson planning, teaching experiences and
decisions. The figure below shows how theory-in-use links to teaching practice:

Your theory-in-use
What you believe
learning to be, and
how you believe
teachers can bring
learning about

Your lesson plans,
problem solving in the
classroom,
explanations for what
worked and what
didn't in past lessons
etc.

How you
teach

Figure 1: Theory-in-use taken process taken from Evidence-based teaching: A practical approach
(Petty, 2009).
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ACTIVITY 14: ‘Theory-in-use’
Here are two examples of ‘theory-in-use’:
An excerpt from Zhang Wei’s ‘theory-in-use’:
•
•
•
•

A teacher needs to explain everything that they know about the topic very clearly.
Learning takes place when students remember what they have been told.
Some students are bright and motivated and they usually learn pretty well.
If a student doesn’t understand then you need to explain it again more slowly, but usually a
student either ‘gets’ this subject, or they don’t, depending on their I.Q.

An excerpt from Wang Fang’s ‘theory-in-use’:
• Learners need to apply their learning if they are to make sense of it.
• When they apply learning, students begin to make up their own ‘story’ of what the topic is all
about, and use this understanding to answer questions and to do other tasks I set.
• You can use a student’s work as a window into their current understanding
• You can use question and answer to discover students’ misunderstandings: a good start is to ask
them how they arrived at an answer that they got wrong.
What are 3-5 points that you would include in your personal ‘theory-in-use’? It may help you to
answer this question by thinking about your own teaching style and personal beliefs about the role
of the teacher and that of the learner to help you.
Keeping those points in consideration, how would you approach the problem of a learner who is
finding the current topic hard to understand?
(Group work of 4-6 members) Discuss your theory-in-use with your colleagues and your reasoning
behind your choices. After listening to others, is there anything you would alter or include that you
did not previously?
Researchers argue that if you regularly engage in self-reflection, your theory-in-use improves, making
you a more effective teacher with strong problem-solving skills. The most effective teachers are those
that are constantly changing what they do to improve their teaching, based on what they have
discovered during self-reflection. To help with reflection, the next part will move on to consider some
of the different models of reflection.

4

Exercise adapted from Evidence based teaching: A practical approach (Petty, 2009) and Teaching today: A
practical guide (Petty, 2004).
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Models of reflection
There are several psychological models that an individual can follow for effective self-reflection.
Some of the most popular are:
1. Gibbs’ (1988) Reflective Cycle
2. Rolfe et al.’s (2001) Framework for Reflective Practice
3. Atkins and Murphy’s (1994) model of reflection
Gibbs’ Reflective Cycle:
Gibbs’ (1988) reflective cycle was created to help people learn from their own experiences by
encouraging them to consciously think about a situation, understand what they did well and how
they could do better next time. It can be applied to many professions but is particularly useful to help
people learn from situations that they experience regularly, especially when there are challenges and
obstacles to overcome. In an educational setting, it should improve teachers’ understanding of an
event and encourage practice-based learning by helping individuals form new ideas to improve their
teaching. This cycle, shown in Figure 2, can be completed as co-evaluation with a colleague or mentor
for further exploration and discussion.

Description

Action plan

Feelings

Conclusion

Evaluation

Analysis
Figure 2: Gibbs’ (1988) cycle of reflection.
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As shown in Figure 2, the cycle has six stages of reflection and involves working through each aspect
in turn:
1. Description- this element requires a factual description of the experience/incident, but no
conclusions should be drawn at this stage.
2. Feelings- any emotion felt during the event should be noted.
3. Evaluation- this element involves objectively evaluating the situation.
4. Analysis- for this element you need to think about what might have hindered or helped the
situation. You can draw on literature and previous experiences to help you make sense of
the event.
5. Conclusion- this element involves considering what you learnt from the situation.
6. Action plan- Having moved through the first five elements, the final stage is to create a plan
of how to effectively handle and improve the situation next time. At this point you should
also consider if you need any further training/knowledge to help you achieve a better
outcome?
Rolfe et al.’s (2001) Framework for Reflective Practice
This reflective model was originally created for clinical practice and as shown in Figure 3 focuses on
three main questions. Together, these three questions inspire increasingly deep reflection at each
level, allowing the person reflecting on the event to gain a comprehensive understanding and action
plan to improve.

What?

Now
what?

So what?

Figure 3. An interpretation of Rolfe et al. (2001) framework of reflection.
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Focusing on each of the questions in turn:
1. What?- This is a description of what happened in the event that you would like to analyse. So, in
other words thinking about what…:
o …was my role in the situation?
o …was I trying to achieve?
o …actions did I take?
o …was the response of others?
o …were the consequences for myself, and for the students?
o …feelings did it evoke?
o …was good/bad about the experience?
2. So What?- This involves asking yourself what the experience and situation means, consulting
literature and colleagues for further insight. So, thinking about what…:
o … does this tell me/teach me/imply/mean about me/my students
o … was going through my mind as I acted?
o … did I base my actions on?
o … other knowledge can I bring to the situation?
o … could/should I have done to make it better?
o … is my new understanding of the situation?
o … broader issues arise from the situation?
3. Now what?- This involves considering the steps you will take in order to improve practice and
leaner from the initial experience. So thinking about now what…
o … do I need to do in order to make things better/stop being stuck/improve my students’
learning/resolve the situation?
o … broader issues need to be considered if this action is to be successful?
o … might be the consequences of this action?
Following working through the stages it is possible to create a simple action plan with key points
about what you are going to do and a method to follow this up in future.

Atkins and Murphy’s model of reflection (1994)
Atkins and Murphy’s reflective model, shown in Figure 4, emphasizes the importance of following up
the reflective process with an action commitment to ensure that improvements and progress are
made.
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Awareness of
situation

Identify any
learning

Describe the
situation

Evaluate the
relevance of
knowledge

Analyse
feelings and
knowledge

Figure 4. Atkins and Murphy’s (1994) model of reflection.
The cycle consists of:
1. Awareness of the situation including uncomfortable feelings and thoughts about the
action/experience
2. Description of the situation including thoughts and feelings, salient events, and key features
3. Analysis of feelings and knowledge, challenging assumptions, and exploring alternatives
4. Evaluation of relevance of knowledge including asking questions such as ‘does it help to solve
problems?’
5. Learning involves identifying any learning that has occurred throughout the process

ACTIVITY 2 Using the theoretical frameworks to reflect
Think of a lesson that you have taught or a learning situation you have been in and practice being
a reflective practitioner by following one of the mentioned models.
Pre-service teachers: Use Gibbs’ reflective cycle
Masters students: Use Rolfe’s framework for reflective practice
In-service teachers: Use Atkins and Murphy’s model of reflection
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When completing this activity you may find it helpful to consult the reflective diary template at:
https://www.teachingenglish.org.uk/sites/teacheng/files/teaching_diary.pdf and the following
document
that
highlights
reflection
of
other
skills:
https://www.um.edu.mt/__data/assets/pdf_file/0004/262561/appendix1.pdf
ACTIVITY 3: Reflection in practice
Lesson plan self-reflection and assessment5 - observe a colleague’s lesson and then answer the
following questions and discuss with your colleague
1.
2.
3.
4.
5.
6.
7.
8.

What went well in this lesson? Why?
What problems did I experience? Why?
Was it ‘student centred’? Should it have been?
What could I have done differently?
What did I learn from this experience that will help me in the future?
Preparation and research: Was I well prepared? What could I have done differently?
Written plan- Was I organised? Did the written format work? Is there a better form?
Presentation- Were the students involved? Was I clear in my presentation? How was the
pacing?
9. Assessment- Does my method of assessment measure what I want? How did the class do?
What should I change for next time?
The next section will move on to consider professional development.
SECTION TWO: Professional Development
Professional development for teachers is any training, education, guidance or advanced learning
opportunities that are provided to help you develop your professional skills, knowledge, competence
and effectiveness within your role. With experience teachers should be able to identify their own
training and development needs, those with less experience may find it useful to discuss their training
needs with a mentor or a more experienced colleague. Once needs have been developed these
should then be communicated to appropriate managers and supervisors. Professional development
is particularly important in schools as research has linked strong professional development to a range
of outcomes such as:
•
•
•

Better learning outcomes for students
New teaching strategies are learnt
Teachers develop key skills further e.g. organization and lesson planning

5

Activity revised from
http://www.fyreandlightning.org/jsc/SampleLessonPlans/Lesson%20Plan%20Self%20reflection%20and%20As
sessment.doc
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•
•

Increased knowledge and industry insight
Continued education for teachers in a field that is constantly progressing and developing e.g.
teaching methods

Personal Development Plans (PDP) are an effective way of formally setting out your identified needs
and goals, along with strategies to achieve them. These can be worked through with a colleague,
mentor, supervisor or manager, and should be actioned upon and followed up to provide a
continuous plan of development.

ACTIVITY 4: PDP planning
Write your own PDP using the provided template, carefully considering how you could achieve
your goals and desired outcomes. (See Resource PDP planning document)
GROUP ACTIVITY: STANDARDIZED TEACHER PROFESSIONAL DEVELOPMENT (TPD)
As teachers, professional development should include the sharing and learning of new ideas and best
practice. A great way to do this is to incorporate the cascade model of scaled delivery into a group
workshop or training session, where all of the teachers involved demonstrate and model examples
of skills or best practice to the group, and help them understand how to master it themselves. This
would be a good thing to hold within schools, especially when a teacher is new to a competencebased framework, as the skills and knowledge could be related to best practice within CBE
specifically. Activity: Hold a TPD workshop with your colleagues, in which all of you have a 10-20
minutes teaching slot.
OPTIONAL ACTIVITY:
Identify what your greatest professional need is currently and then search the internet for a
resource that will help you address this need (this could be a training event, a discussion paper on
the topic or some other resource).

ACTIVITY 5: Is this a reflective practice diary?
To compare two reflective diaries of students that are doing an internship. They have to identify the
differences and think about the actions they could do in order to help students to be more reflective.
Moodle: To show two examples as image (in label space?) or two files.
Students must answer a questionnaire:
•

Which are the main significant differences between two diaries?
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•
•

Why one of these diaries is deeper reflective than the other one? Could you identify some
fragments and comment it?
What kind of actions could you do as teacher trainer? How can you give support to the
student who has made the diary only descriptive so that it evolves and manages to write a
truly reflective journal? What comes to your mind?

Assessor: the teacher.
Assessment criteria:
Criteria

Yes

No

Comments

Is this a competence-based approach task?
Have been the main differences found?
Are the planned actions to stimulate the reflective
spirit among the teachers relevant?

Final quiz
1) Which of the following is part of Gibbs’ (1998) cycle of reflection:
a. Analysis
b. Action plan
c. Evaluation
d. All of the above
2) The stages of Rolfe et al.’s (2001) framework of reflection are:
a. What?, So what?, Now what?
b. When?, What?, Now what?
c. What?, When?, So what?
d. What?, Now what?, How?
3) Atkin’s and Murphy’s (1994) model of reflection emphasizes the importance of following
the reflective process with what?
a. No further action
b. Another evaluation of the situation
c. An action commitment
d. An evaluation of feelings
4) Strong professional development has been associated with:
a. Better learning outcomes for students
b. Teachers developing key skills further
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c. Increased knowledge and industry insight
d. All of the above
5) Professional development for teachers is:
a. Training opportunities provided to develop professional skills, knowledge,
competence and effectiveness
b. Any training, education or advanced learning opportunities provided to develop
professional skills, knowledge, competence and effectiveness
c. Formal education or advanced learning opportunities provided to develop
professional skills, knowledge, competence and effectiveness
d. Training or formal education opportunities provided to develop professional skills,
knowledge, competence and effectiveness

Resources
Reflective teaching: Exploring our own classroom practice (informative article)
https://www.teachingenglish.org.uk/article/reflective-teaching-exploring-our-own-classroompractice
Includes
a
reflective
diary
https://www.teachingenglish.org.uk/sites/teacheng/files/teaching_diary.pdf

template:

Teaching strategies: The value of self-reflection (informative article)
http://www.teachhub.com/teaching-strategies-value-self-reflection
Six steps to Master Teaching: Becoming a Reflective Practitioner (article with tips and discussion)
https://www.edutopia.org/blog/master-teaching-margaret-regan
Reflection and Evaluation (informative doc with suggestions for reading and reflection activities)
https://www.um.edu.mt/__data/assets/pdf_file/0004/262561/appendix1.pdf
Reflective teaching lesson planning steps (informative but with the idea that it would be put into
practice)
https://digitalcommons.georgiasouthern.edu/cgi/viewcontent.cgi?article=1052&context=teachingacademy
Reflective practices: A means to teacher development
An open access research paper looking at the effectiveness of reflective practice in the development
of student teachers
https://apiar.org.au/wp-content/uploads/2017/02/13_APJCECT_Feb_BRR798_EDU-126-131.pdf
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Why professional development matters (information resource, taken from ‘Learning Forward:
Advancing professional learning for student success’)
https://learningforward.org/docs/default-source/pdf/why_pd_matters_web.pdf

FURTHER LEARNING OPPORTUNITIES:
FutureLearn: Teaching Courses
Free teaching courses in various areas designed to improve teachers’ professional development.
Example: Why Research Matters, ‘2 week’ course (6 hours)
https://www.futurelearn.com/courses/categories/teaching-courses
SchoolsOnline (British Council)- Introductory core skills
Free teaching course globally on improving core skills of teaching (5-18yr olds) for professional
development
https://schoolsonline.britishcouncil.org/develop-your-skills/professional-development-trainingpackages/core-skills-training/introductory-core-skills

SELF-ASSESSMENT ACTIVITY/ TOOL
Adapted version of professional development
www.oecd.org/education/school/43081350.pdf
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To score the above questionnaires, you should reflect on which aspects of professional development
had the greatest impact and consider how you use this information to further develop your
professional development in the future.
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To score the above questionnaire, you should reflect on which professional development needs
have the highest level of need and then develop plans to develop these.
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7. ICT COMPETENCE FOR PRIMARY TEACHER TRAINERS
Abstract
The importance of ICT (Information and Communication Technologies) in the current world is
presented with a special emphasis in the education field because it constitutes a tool for creating and
sharing knowledge. In this block, you will work on how to assess an ICT tool before using it in the
classroom, how to integrate ICT in the classroom, as well as how to develop pre-service and in-service
ICT competence. Additionally, some of the challenges in using ICT in real contexts are pointed out
along the papers, as well as the changes in teachers’ role.

Target
University teachers/professors

Learning outcomes
At the end of this module, you will be able to demonstrate the ability to effectively integrate ICT in
the teaching and learning process. It implies:
a) To analyse a technological tool from an educational perspective.
b) To integrate ICT in university lessons.
c) To plan how to develop primary teachers’ ICT competence.
d) To communicate with educational stakeholders using ICT tools.

Content
1.
2.
3.
4.
5.

Conceptualisation of ICT.
Information, selection, retrieval and dissemination using ICT.
ICT to support teaching and learning.
ICT to promote Computational Thinking.
ICT to communicate.
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Learning sequence and Compulsory learning and assessment activities
LEARNING SEQUENCE FOR ICT TRAINING (240’)
Learning
Sequence

To search for an ICT To assess the tool’s main
product to use in a specific advantages
and
learning situation
disadvantages for the
educational purpose it
aims to serve.
A wiki will be created to
include all the information
about the analysed tools
so that a data base can be
created.
To plan how this tool
would be used for
teaching and learning
purposes.

To plan an activity that
enables pre- and in-service
teachers to develop their
ICT competence.
The repository created in
the wiki should be used to
get teacher students know
about the tools or how to
integrate them in the
teaching and learning
process.

Link between activities, content and Learning Outcomes:
LEARNING
CONTENT
OUTCOMES
To analyse a 1, 2, 3 & 4
technological
tool from an
educational
perspective.

LEARNING ACTIVITY
Compulsory Complementary
To read the To
read
proposed
additional
text (1. to 4.) material
and
To search examples
for an ICT provided
product for
using in a
particular
situation,
special one
that
presents
usually
some
difficulties
with
traditional
approaches
To analyze
the chosen
product
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Compulsory Complementary
Fill a wiki To discuss it with
with
the peers
information
about the
tool.
Assessor:
the teacher
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To integrate ICT 1, 2, 3 & 4
in
university
lessons.

with
a
provided
table
To analyse
the
examples of
lesson plans
provided.

To plan how to 1, 2, 3 & 4
develop
primary
teachers’ ICT
competence.

To plan and
design
a
teaching
and learning
activity that
fosters preservice and
in-service
ICT
competence

To
1, 2 & 5
communicate
with
the
diverse
educational
agents
using
ICT tools.

To read the
proposed
text (item
5.)

To look for other
examples
of
lesson plans that
use ICT tools

To plan a To implement
teaching
the
plan
in
activity in practice
which the
ICT
tool
analysed is
integrated.
Assessor:
the teacher
To plan and
design
a
teaching
and learning
activity that
fosters preservice and
in-service
ICT
competence
Assessor:
the teacher
To share and
justify
previous
choices in a
forum.

ACTIVITY 1
The aim of this activity is to analyse an ICT tool from the education perspective. To this end, first, you
have to look for an ICT tool that you could use or that you are using in one of your courses. Once you
have selected the tool, you must analyse this tool based on the following aspects:
-

Name of the tool.

-

Link

-

Is an open-access tool? (Yes/No)

- 101 -

Teacher Trainers’ Training on the Competence-based approach.
-

Does the tool limit the number of users? (Yes/No)

-

Is the tool content-specific or cross-curricular?

-

What actions can be done with this tool? Could these actions be done without the tool in the
same way?

-

How could this tool be integrated in the teaching and learning process?

-

What are the main limitations that you identify?

-

What should be considered when setting up the tool?

-

What is the role of the teacher when the tool is set up? And during its use?

-

What is the role of the student when the tool is set up? And during its use?

After analysing the tool, write down your analysis in the Wiki created for this activity. At the end of
the activity, you will have a data base of potential tools to be used in the classroom.
This activity will be checked by the teacher with the following checklist:
Criteria

Yes

No

Comments

The tool selected can be used for an educational
purpose.
The strengths of the tool are analysed.
The main limitations of the tool are identified
It is proposed how the tool could be integrated in
the teaching and learning process.

Moodle tools: wiki with the table attached below.
Assessor: the teacher.
ACTIVITY 2
This activity consists of reading the following papers.
Barr, V., & Stepheson, C. (2011). Bringing Computational Thinking to K-12: What is Involved
and What is the Role of the Computer Science Education Community? Inroads, 48-54.
Blurton,
C.
(1999). New
Directions
of
ICT-Use
in
Education. Retrieved
from http://www.unesco.org/education/lwf/dl/edict.pdf.
CS Unplugged. http://csunplugged.org/, Last access 7/3/2018.
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Doering, A., & Veletsianos, G. (2009). Teaching with Instructional Software. In M. D. Roblyer &
A. Doeirng (Eds.), Integrating Educational Technology into teaching (73-108). Upper Saddle River, NJ:
Pearson Education.
Firefox. Retrieved from https://www.mozilla.org/en-US/firefox/. Last access 7/3/2018.
Internet. Retrieved from http://searchwindevelopment.techtarget.com/definition/Internet Last
access 7/3/2018.
Selby, C., & Woollard, J. (2010). Computational Thinking: The Developing Definition.
Wing, J. (2006). Computational Thinking. Communications of the ACM, 33-35.
In order to focus the attention on the main ideas of the papers, the following questions are
proposed:
-

What is ICT?

-

What are the main strengths of using ICT for educational purposes? Why?

-

What are the main difficulties to integrate ICT in education? Why?

-

How can we integrate ICT in education?

-

How can we develop pre-service and in-service teachers’ ICT competence?

ACTIVITY 3
This activity consists of design a task (or adjust a task you already use) which integrates the use of
the tool analysed in activity 1. This activity should be done in one of the courses you teach. It is
important that you think about the added value of integrating this tool. For instance, will you use this
tool because it will improve your teaching practice? Or to work content that students tend to struggle
with?
You can use this template to design and plan the task. Remember that a task may include different
activities:
Subject:
Competences

Course:

Target (pre-/in-service)

Learning Outcomes

Task description

Contents
Resources

Assessment criteria
Observations
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This assignment will be checked by the teacher with the following assessment criteria:
-

The use of ICT tool to develop the proposed task is justified.

-

The ICT tool is integrated in the teaching and learning process.

-

The task includes most of the characteristics of competence-based activities.

-

The task is aligned to the planned competences and learning outcomes.

Moodle tool: task and forum
Assessor: the teacher
ACTIVITY 4
The last activity aims to plan a task to develop pre-service or in-service teachers’ ICT competence. To
this end different steps have to be done. First, you should look what is the desired ICT competence
level (see the rubric below) according to your students’ profile.
Expert (ongoing
development)

Proficient (Early
career)

Basic (at the In Development
end of preservice
education)
Selection of the
The teacher combines The teacher combines The
The
appropriate ICT
the use of different the use of different teacher selects teacher knows ab
tools based on the digital
technologies digital technologies and uses the out the basic
educational goals, according to their according
to
its resources and functioning of
the context and the potentiality,
potentialities,
tools that are digital
devices
available
reflexively
reflexively analysing more
found in the
resources.
analysing the
the
students’ adequate to classroom:
students’ performance performance
from different
digital whiteboard
from their use.
their use.
teaching and , mobile devices,
learning
etc.
situations.
The
teacher
investigates teaching
and learning situations
based on the use of
digital
technologies
and innovates from
the obtained results.
Integration
of The teacher stimulates The teacher proposes The teacher The
teacher
information
and autonomous and / or new
innovative uses digital
knows
some
communication
collaborative learning methodological
apps in
the digital
technologies and of through
the
classroom to applications for
social networks in transformation
and
carry
out the realization of
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teaching
creation of knowledge strategies
applying teachingteaching-learning
and learning
from competence rich digital technologies. learning
activities.
activities,
both activities (functional,
activities.
guided
and transversal
and The teacher proposes
autonomous,
oriented
activities with the The teacher
understanding
towards autonomy) students that imply: carries
out
the characteristics that involve situations the analysis of a activities with
and possibilities of to
solve using problem
the students
their use
technological
(autonomous and / or that imply the
resources.
in a group), the resolution of
proposal
of problems in an
The teacher proposes alternative solutions, autonomous
new
innovative the negotiation of the and
/
or
methodological strate results and their collaborative
gies applying digital publication
using way through
technologies.
digital technological the use of
digital
resources.
technological
The
teacher resources.
incorporates digital
technologies
into meaningful activi
ties (functional, crosscurricular)
that favour autonomy
and
the
shared
construction
of
knowledge.
Management
of The teacher teaches to The teacher teaches The teacher The teacher is able
digital technologies transform information to classify, put in teaches
to to search
to
promote, and to create new order and select use different information using
amongst students, knowledge from the information
from types
of all
types
of
the acquisition of accumulated
and different
sources information sources.
knowledge through recovered
applying
quality, sources
information
and information, in a veracity
and according to
communication
systematic
and pertinence criteria. quality,
technologies
integrated way in the
veracity and
technology literacy. individual
and The teacher promotes pertinence
collaborative
daily the development of criteria, and
work.
to use them to
competences,
acquire
scaffolding the
The teacher promotes learning processes, so knowledge.
situations
of that students can
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knowledge acquisition build knowledge from
in which the use of ICT ICT.
is integrated as a part
of the learning process
which
is
done
autonomously.
Use of information The teacher manages The teacher uses The teacher The
teacher
and communication and
uses
digital shared
digital uses
digital knows
some
technologies
resources
resources to carry out resources to digital resources
to assess,
tutor, (environments, digital the assessment,
carry
out for tutoring and
monitor, communic portfolios...)
to tutoring and
the assessmen monitoring
ate
and monitor
the monitoring of the t, tutoring and students
share knowledge school performance a students, along with monitoring of (meetings,
with students,
nd the assessment of the
other the students. assistance,
colleagues, families students
at professionals
of
evaluation, file...).
and administration the school and
the school.
staff.
educational
administration level.
The teacher uses
shared
digital
resources to carry out
the assessment and
monitoring of the
students, along with
the
other
professionals
of
the school, families,
colleagues
and
administration staff.

Ethical and safe use The teacher proposes The teacher keeps in The
The
teacher
of ICT and social guidelines on the mind the ethical use teacher gives t knows
the
networks
responsible,
ethical of digital technologies he
students author's rights in
and safe use of digital in the development of the
basic their
teaching
technologies.
activities
with guidelines of materials and uses
students. The use the rights of personal digital
s/he makes is a model use
and technologies in a
for students.
reproduction responsible and
of
digital safe way.
content.
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Second, you have to plan a task that you could do in your subject that would foster ICT competence
at the desired level established in the rubric. Additionally, you should use the ICT tool’s data base to
design this activity. Finally, after thinking about the task, you should fill this template:
Subject:
Competences

Course:

Target (pre-/in-service)

Learning Outcomes

Task description

Contents
Resources

Time

Grouping

Assessment criteria
Observations

Moodle tool: task and forum
Assessor: the teacher
According to the following assessment criteria:
-

The task works student teachers’ ICT competence at the desired competence level
established in the rubric.

-

The use of ICT tools is integrated in the teaching and learning process.

-

The task plans how to make teacher students aware of their current level of ICT competence.

-

The task includes most of the characteristics of competence-based activities.

Resources
EXAMPLES OF HOW THIS COMPETENCE WOULD BE REALISED IN THE PRIMARY
CLASSROOM
https://eu.ixl.com/
https://play.google.com/store/apps/details?id=com.dado.Addition.MathGameForKids
https://play.google.com/store/apps/details?id=com.vaikeo.children.abckids&hl=en
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https://www.mathplayground.com/index_addition_subtraction.html
https://www.youtube.com/watch?v=ZtnLqadG0i4&t=149s
https://scratch.mit.edu/
Videos:
https://www.youtube.com/watch?v=OdhaRTwcjs8&t=4s
http://searchwindevelopment.techtarget.com/definition/Internet

Final quiz
Now, you have arrived at the end of this module. Therefore, it is time to self-assess your learning
through this quiz.
1. What are some of the advantages of ICT for education?
a. Interactivity and flexibility
b. Integration and unidirectional.
c. Connectivity and one modality.
d. Isolation and flexibility
2. What is one the current challenges of ICT for education?
a. Too many ICT tools that can be used in the classroom.
b. Teachers do not have time to use ICT tools in the classroom.
c. Integrating ICT in the institution’s culture.
d. It is not proved that ICT makes a difference in students’ learning.
3. When can we use ICT in educational contexts?
a. During learning activities.
b. As a support for planning and assessment.
c. To communicate with families and colleagues.
d. All the above are correct.
4. What skills should teachers acquire to be competent in ICT?
a. Knowing how to integrate ICT tools in the teaching and learning process.
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b. Knowing how to make an ethical and safe use of ICT tools.
c. Being aware of the latest updates.
d. A and B are correct.
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8. COMMUNICATION COMPETENCE FOR PRIMARY TEACHER
TRAINERS
Abstract
The importance of communicative competence is presented both as a generic and an specific
competence in the field of education, so that it constitutes the basic tool for the creation of
knowledge.
Some communicative strategies are shown, both verbal and vocal and both nonverbal and proxemics.
These strategies should be used coherently and appropriately to achieve communicative
competence.
The effects of communicative difficulties in the didactic relationship and how to solve them are
discussed.

Target
University teachers/professors

Learning outcomes
At the end of this module, participants will be able to teach to pre-service and in-service teachers
how to improve their ability to use language to communicate successfully (following some rules,
using words in an appropriate way and using communication strategies with coherence with the
context). It implies:
a) To communicate oral and written information in an effective way, providing a good
example of didactic communication for primary teachers.
b) To create oral communicative situations that enable build and share knowledge.
c) To make a correct use and good command of language in the field of competence-based
approach.
d) To adapt verbal and non-verbal communication to the learning situation and the
functional activities.
e) To self-assess the communication skills.
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Content
1.
2.
3.
4.
5.

Communication as the cornerstone of learning process.
Principles of effective communication.
Types of communication: verbal, non-verbal & proxemics.
Oral and written communication in face-to-face and online classrooms.
Basic skills components in teaching communication.

Learning sequence and Compulsory learning and assessment activities
The activities could be adapted for pre-service and in-service teachers following the stablished levels
in the rubric.
Learning
Sequence

Self-recording a
teaching
communicative
situation

Read the course basic Self-recording
a
teaching
material (Vollmer, 2009 & communicative incorporating the
NPTEL, s/d).
changes. At the end of this record,
please explain the main done
Read the optative course changes. 3 information should be
material (Beacco, 2015; included:
Hennings, 1982; Bebee & - What has been changed?
Masterson, s/d)
- Why has it been changed?
- To reflect on how to transfer this
See some video of good experience to primary teachers
communicative practice in (40’)
order to identify the
characteristics
of
good Wiki: activities to promote
communication process in communication competence with
primary teaching
the students (different tabs) (60’)
Self-assess the video with an
ad hoc check-list. (40’)
considering the paper and
the video
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Link between activities, content and Learning Outcomes:
LEARNING
OUTCOMES

CONTEN
T

LEARNING ACTIVITY
Compulsory
Complementar
y
1, 2, 3, 4 To read the To write and to
&5
paper
upload a file
with the main
To see the characteristics
proposed
of
good
videos
communication
process.6

To
communicate
information
both spoken
and written in
an
effective
way, being a
good example
of
didactic
communicatio
n for primary
teachers.
To create oral 1, 2, 3, 4 Self-recording
communicative & 5
a
situations
communicativ
helpful to build
e situation in
shared
the classroom
knowledge.
(or an example
of how would
the first five
minutes be)
To make a 4 & 5
Idem:
correct use and
Self-recording
good
a
command of
communicativ
language in the
e situation in
field
of
classroom
competence
based
approach.
To adapt verbal 2 & 3
and non-verbal
communicatio
n
to
the
learning
situation and
6

Idem:
Self-recording
a
communicativ
e situation in
classroom

ASSESSMENT ACTIVITY
Compulsory Complementar
y
To
identify
some
characteristics
of
good
communication
making a video
for uploading to
the net

To make a
peer review
with an ad
hoc tool

Selfassessment
with the same
tool: To analyze
the recording
with an ad hoc
tool in order to
write
some
improvement
proposal

To
identify
good and bad
practices
analyzing
if
each kind of
communication

If complementary activities are considered, in Moodle platform an on line task for uploading this files should be done.
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the functional
activities.

To self-assess 5
the
communicatio
n skills

Wiki

is right and if it
is appropriated
to the context
and the activity.

Idem:
Self-recording
a
communicativ
e situation in
classroom

To analyze
the provided
peer review
in order to
write some
improvemen
t proposals

ACTIVITY 1
Self-recording a teaching communicative situation (20’).

ACTIVITY 2
Please, see this image.

Source:
http://joyfulpublicspeaking.blogspot.com.es/2011/10/what-is-communication-pyramid.html
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Then, read the course basic material (Vollmer, 2009 & NPTEL, s/d) and see some these videos of good
communicative practice in order to identify the characteristics of good communication process in
primary teaching:
https://m.miaopai.com/show/channel/UfIwlqcWQY1w~O3-YBt9GA__
https://study.com/academy/lesson/verbal-cues-in-communication-definition-examples.html
https://www.teachingchannel.org/videos/classroom-lesson-starters
For a deeper understanding, please read some optative reading (Beacco, 2015; Hennings, 1982;
Bebee & Masterson, s/d)
Assessor:
Self-assessment
Assessment criteria
Self-assess the video with an ad hoc check-list, considering the paper and the video:
Yes
Does the teacher speak clearly?
Is the teachers’ nonverbal communication suitable?
Does the teacher speak understandably?
Is the speed of presentation, right?
Is there two-way communication?
Is there evidence of a good relationship between
teacher and students?
Does the teacher emphasize important knowledge?
Is information presented in a logical sequence?
Is the place conductive to good communication?
Are the students comfortable?
Are the teaching aids relevant?
Are the teaching aids well prepared?
Are the teaching aids easy to read and understand?
Are the teaching aids skillfully used?

- 114 -

No

Comments

Teacher Trainers’ Training on the Competence-based approach.
Therefore, I think I did this well

I think this I did not do so well

Before re-recording I will consider the following improvements:
1
2
3

This check-list has been adapted from:
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC1705977/figure/F4/ (Ask for permission7)
If we want some other issues for being considered, we can see and translate annex from:
http://repositori.uji.es/xmlui/bitstream/handle/10234/162731/TFG_2015_Sol%20MatamorosA.pdf
?sequence=1&isAllowed=y

ACTIVITY 3
Self-recording a teaching communicative situation incorporating the changes. At the end of this
record, please explain the main done changes. 3 information should be included:
- What has been changed?
- Why has it been changed?
- To reflect on how to transfer this experience to primary teachers
Assessor:
Self-assessment
Assessment criteria
- Reflection on how to transfer this experience to primary teachers

7

https://www.ncbi.nlm.nih.gov/pmc/about/copyright/
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Feedback
Global feedback collecting the main reflections of this videos and discussing with the main ideas of
Vollmer, Beacco, Hennings, etc.

ACTIVITY 4
Wiki: activities to promote communication competence with the students (different tabs) (60’)
Tabs: Activities to promote…
•
•
•
•
•

Principles of effective communication
Verbal communication
Non-verbal communication
Proxemics communication
Others

Subject:
Competences

Course:

Target (pre-/in-service)

Learning Outcomes

Contents

COMMUNICATION

& To create oral communicative Principles
of
effective
situations with a correct use and communication.
xxx (please, add other
good command of language in
Types
of
communication:
competence for be primary education
verbal, non-verbal & proxemics
worked)
Activity description

Resources

Assessment criteria
Observations
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Assessor:
Peer-assessment with workshop
Assessment criteria:
•
•

Relevance of the proposed activities
Ability to integrate communicative competence and other competences in the same
activity

Feedback
Peer feedback in the workshop tool.

Final quiz
1. Language education is related to
a)
b)
c)
d)

Language as subject
Learning of subject-specific knowledge
New ways of thinking within the framework of one particular subject
All of them

2. What communicates more?
a)
b)
c)
d)

The body language
The words we say
The tone in which those words are said
The physic space where we are

3. The classroom-based academic language requires
a)
b)
c)
d)

Knowledge of some specific terms
Basic communication skills
Cognitive academic language proficiency
None of the above

4. Through what system semiotic communication is developed?
a)
b)
c)
d)

The body language
Graphs, diagrams, tables and maps
Specific jargon
It means proxemic
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5. Communicative competence is developed through…
1.
2.
3.
4.

Written expression exercises into the language subject
Oral expression exercises into the language subject
Both kind of exercises into the language subject
All the subjects

Resources
Resources for the teachers’ trainers training
https://files.eric.ed.gov/fulltext/ED229737.pdf
http://www.ksbe.edu/_assets/spi/pdfs/21_century_skills_full.pdf p. 6
https://study.com/academy/lesson/verbal-non-verbal-communication-strategies-for-students.html
(Sign in)
http://docs.inasafe.org/en/training/tot/502_communication_skills.html
https://www2.cortland.edu/dotAsset/c1a635f6-a099-4ede-8f15-79b86e315088.pdf
Ted talk: https://www.ted.com/talks/chris_anderson_teds_secret_to_great_public_speaking
The
secret
structure
of
great
https://www.ted.com/talks/nancy_duarte_the_secret_structure_of_great_talks
Resources to be used in pre-service and in-service teachers training
https://www.youtube.com/watch?v=LnzHccJM6A0 (part I)
https://www.youtube.com/watch?v=EUVWH2bOWgs (part II)
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Rubric
COMMUNICATION COMPETENCE
Expert

Proficient

In Develo
pment
Transmission The teacher plans, applies The teacher plans The
teacher The
of informatio and
assesses communicative
conceives
the teacher
n,
ideas, communicative situations situations
that language as the uses the
stating
that
promote promote dialogue and t object and means language
problems and the dialogue and
he construction
of for learning.
differently
proposing
construction
of knowledge.
according
both spoken knowledge.
The teacher uses to
the
and written
The teacher uses the the
language communic
solutions in The teacher uses the language
differently differently
ative
an effective language
differently according
to
the according to the purpose.
way
according
to
the educational purpose. educational
educational purpose, as
purpose.
well as regulates his
performance according to
the audience response.
Relational an The teacher uses the The teacher knows how The
teacher The
d
language
to to use the language to adapts the way teacher
communicati empathize and establish empathize and
s/he uses the adapts the
on ability wit relationships with
the establish
language,
way s/he
h students, members
of
the relationships with the according to the uses the
families,
educational community. members
of
the context and the language
colleagues,
educational
audience, to infor according
the
The teacher adjusts the community.
m and to establish to context
management language to communicate
relationships
and
the
team and the sensitive messages related The teacher is aware of between her/him audience
rest of the to students’ learning, well- the need to transfer and the members with
an
educational being and behavior.
carefully
sensitive of the educational informativ
community
messages related to community.
e
students’
learning,
purpose.
well-being
and
behavior.
Correct use The teacher uses the The teacher uses the The teacher knows The
and
good language properly and language properly to the grammar rules teacher
command
shows how to use it so as offer a model to the of the lingua knows the
of language to offer a model to the students.
franca.
grammar
students.
The
teacher
pays The teacher has rules
of
The teacher uses the attention
to
the vast knowledge of the lingua
semantics and pragmatics semantics
and education-related franca1, as
vocabulary.
well as the
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of the lingua franca to pragmatics of
convey meaning.
lingua franca.

the

vocabular
y.

Ability
The teacher obtains and The teacher obtains The teacher knows The
to search, use contrasts educationeducation-related
some trustworthy teacher
and
related information from information
from sources
of searches
integrate info trustworthy sources.
trustworthy
sources information and informatio
rmation.
The
and tends to compare uses them to look n
in
teacher systematically sus and
contrast
this for
information general
tains the educational information.
related
to search
decisions and practices on The teacher starts to education.
engines.
evidences.
sustain the educational The
teacher
decisions and practices sometimes
on evidences.
compares
different sources
of information to
contrast the ideas,
proposals
and
beliefs about an
educational
topic.
Adaptation The teacher adapts the The teacher adapts the The teacher tends The
of verbal and oral
and oral
and to adapt the oral teacher
nonwritten messages accordin written messages accor and
uses
verbal comm g to the communicative ding
to written messages verbal and
unication to situation.
the communicative
according
to nonthe situation. The
situation.
the communicativ verbal
teacher strategically uses The teacher knows e situation.
language
different
components different components The
teacher to convey
of verbal and non-verbal of verbal
and non- knows that non- meaning.
communication to convey verbal communication verbal
meaning, in a systematic and starts to use them communication
and continuous way.
to convey meaning.
helps to convey
meaning.
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9. ETHICAL COMMITMENT COMPETENCE FOR PRIMARY TEACHER
TRAINERS
Abstract
Ethics is an essential part of Teachers’ Education, the very act of education always implies ethical
boundaries and references. However, to perform under deontological professional principles
requires the comprehension of several intertwined concepts that usually people take for granted.
Thus, the first text is mandatory to provide enlightenment about the subject.
Before having Ethical judgments, people have a moral sense of life. To understand the origin of
Morals and its role is a sociocultural competence indispensable to enabling people to function within
a given society. Moreover, to realize the distinction between Morals and Ethics is a precondition to
think and act in a personally grounded way.
For producing ethical judgments and acts, one has to understand what values are. For the case of
education are paramount the values of: freedom, equality, respect, dignity, difference, justice, love
and care, among others. Integration and Inclusion are inescapable basis for contemporary education
systems and Teachers’ formation as well as Teachers’ practice.
Finally, it must be understood that education implies the realization of values while committing to
the emergence and fulfilment of persons: their potentialities and limitations. The deontological codes
must be understood under the above explained considerations, in order to be applied in a grounded
reflected way.

Target: University teachers/professors

Learning outcomes
At the end of this module, participants will be able to demonstrate they comprehend the concepts
of Morals, Ethics, Values (and its characteristics), i.e., ethical commitment and professional
responsibility with students’ learning and the improvement of teaching quality, meaning the relation
between values and education. Such mind framework requires:
a) To be critical, self-critical and reflective on the ethical and professional ethical aspects, as
well as on the personal practice;
b) To know and comprehend the legal and regulatory framework that has an impact on the
school system, as well as school the regulations in which educational programmes are
based;
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c) To show respect and consideration towards all students, developing positive attitudes,
perseverance and dedication;
d) To develop high expectations regarding students’ learning and support their full learning
potential;
e) To understand the framework adequate to grant the students’ safeguard and wellbeing
according to the legal regulations;
f) To be able to intervene according to the ethical values of the country and the school in
which he/she teaches.

Content
1.
2.
3.
4.
5.

Morals, Ethics and Deontology.
Values its characteristics and their role within education.
“Difference” as a sociocultural expression, part of human heritage to deal with life.
Deal with difference and apply the required balance between integration and inclusion.
“Teachers Law of the People's Republic of China (TLPRC) (1993)” and the “Professional
ethics for primary and secondary school (PEPSS) (2008)”.

Learning sequence and Compulsory learning and assessment
activities
SELECTED LEARNING SEQUENCE FOR THE GENERIC TRAINING (240’)
LEARNING SEQUENCE 1
Activity 1
1.
Exploratio
n of
previous
ideas
Learning
Sequenc
e

10’

Activity
2
2.
Reading
and
analysin
g
a
paper on
the
nature
of
morals,
ethics
and
values

Activity 3

Activity 4

Activity 5

Activity 6

3.Reflectio
n
upon
personal
values

4. Reading and
analysing the
complementary
text
on
Multiculturalis
m

5.Constructio
n of a mind
framework
regarding the
ethical
implications
to education
with
the
learning
outcomes

6.Reflectio
n
upon
teacher’s
rights and
duties

25’

10’+5’+5’

40’

40’+15’
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LEARNING SEQUENCE 2
Activity 7

Activity 8

7.Reading
and 8. Reading
analysing to read and
Learning TLPRC and PEPSS
analysing
Sequence
to
read
20’+10’
TLPRC and
PEPSS

Activity 9
9.
Reflect
upon
ethical
educational
interventions, while research other countries’
references of teachers’ rights and duties and
produce an essay on TLPRC and PEPSS teacher’s
rights and duties
15’+30’

10’
Link between activities, content and Learning Outcomes:
LEARNING
OUTCOMES

CONTENT

To be critical,
self-critical and
reflective on
the ethical and
professional
ethical aspects,
as well as on
the personal
practice.

1 and 2

LEARNING ACTIVITY
Compulsory
Complementary
1.
Exploration of
previous ideas

post comments
on the text at the
forum
Shortlist
explained

Identification of
elements
needed to make
moral/ethical
judgements

Synthetic
description

Reflection upon
and describe a
school ethical
problem
1 and 2

1 and 2

ASSESSMENT ACTIVITY
Compulsory Complementary

2.
Reading
and
analysing
a
paper on the
nature
of
morals, ethics
and values

3.Reflection
upon personal
values
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with
some
programed
feedback

2.1
quiz
about
distinguishing
morals
from
ethics

2.1
share your work
at the forum
eventual

decide on a
value
for
exposing
its
meaning
3.1
to
do
the
concentric
circles exercise

reformulation of
value meaning
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reflecting upon
personal values
to
comment
the
Figure:
explain
the
slogan relating
to
the
metaphoric
meaning of the
picture
To
develop
high
expectations
regarding
students’
learning
and
support their
full
learning
potential.

1, 2, 3 and
4

4. Reading and
analysing
the
complementary
text
on
Multiculturalism

To watch the
.ppsx
on
Multiculturalism
post comments
on the text at the
forum

To
show
respect
and
consideration
towards
all
students,
developing
positive
attitudes,
perseverance
and dedication.

share
your
comment at the
forum

4.1
to reflect upon
the concept of
difference and
identify
the
components of
difference,
while
explaining the
required
balance
between
integration and
inclusion,
pointing
out
how to deal
with difference
4.2
to
comment
the Figure

To be critical,
self-critical and
reflective on
the ethical and
professional
ethical aspects,
as well as on
the personal
practice.

1, 2, 3 and
4

5.Construction
of
a
mind
framework
regarding the
ethical
implications to
education with
the
learning
outcomes

To know and
comprehend
the legal and

5

6.Reflection
upon teacher’s
rights and duties

5.1
to elaborate a
critical
synthesis/essay
about morals,
ethics
and
values referring
to
its
importance
within
education
make a list of
your findings

- 124 -

share your work
at the forum

Teacher Trainers’ Training on the Competence-based approach.
regulatory
framework that
has an impact
on the school
system, as well
as school the
regulations in
which
educational
programmes
are based
To know and
comprehend
the legal and
regulatory
framework that
has an impact
on the school
system, as well
as school the
regulations in
which
educational
programmes
are based.
To be able to
intervene
according
to
the
ethical
values of the
country
and
the school in
which he/she
teaches

1, 2, 3, 4
and 5

7.Reading and
analysing
to
read TLPRC and
PEPSS

7.1
fill the schemas
with teacher’s
duties
and
rights

1, 2, 3, 4
and 5

8. Reading and
analysing
to
read TLPRC and
PEPSS

8.1
to
fill
the
schemas with
the
TLPRC/PEPSS
main
organising
references and
core

1, 2, 3, 4
and 5

9.
Reflection
upon
ethical
educational
interventions

9.At
your
choice take a
movie
you
know or watch,
for instance the
movie
“Monsieur
Lazhar” (2011),
Direct
by
Philippe
Falardeau
(several links to
optional
movies
provided
at
resources)

To understand
the framework
adequated to
grant
the
students’
safeguard and
wellbeing
according
to
the
legal
regulations

9.1 - Present a
movie scene of
a where a
teacher
complies with a
duty
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Present
a
movie scene
where
a
educand enjoys
a right

To know and
comprehend
the legal and
regulatory
framework that
has an impact
on the school
system, as well
as school the
regulations in
which
educational
programmes
are based.

Present movie
scene
of
safeguarding
Students
9.2
To
elaborate
a
critical essay
(350 words) on
TLPRC
and
PEPSS
teacher’s rights
and
duties,
stating
its
virtues
and
shortcomings

9.
Research
about
other
countries’
references
of
teachers’ rights
and duties
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It is expected that by undertaking the above referred planned activities, from 1 to 5 and from 6 to 9,
the Students will somehow fulfil the following characteristics, respectively those from 1 to 18 and
from 19 to 23:
For pre-service teachers8
1. The teacher realizes that Morals depend on beliefs and habits that have crystalized as a good
way of behaving and function as norms.
2. The teacher is aware of the concept of “value” and its characteristics
3. The teacher knows that when values incarnate in materials, attitudes or behaviors produce
goods.
4. The teacher realizes that superior values are more complex than inferior ones.
5. The teacher is aware that values are intensively and extensively unlimited and that the
personal stock is limited as well as more or less conscious
6. The teacher is aware about the fact that ethical judgement and action imply to assume a
value after a personal process of inquiring and justification
7. The teacher knows values refer to other pertaining with them, thus forming constellations.
8. The teacher realizes that education corresponds to the continuous construction of the
individual in person.
9. The teacher realizes that education corresponds to the transformation of the individual in
person by assuming values.
10. The teacher envisages education as mediator of a bio-psycho-social process of development,
that the person acquires a personal axiological structuring.
11. The teacher comprehends that Education is oriented towards perfectibility, as an eminently
axiological appeal directed to the betterment of the educand, involving will and effort.
12. The teacher understands that an ethical application or specialization to professional subjects
corresponds to deontology, which is stated in codes or laws
13. The teacher distinguishes several forms of ethics: teleological, deontological, virtue, care,
utilitarian.
14. The teacher understands the basic logics for considering difference through a
superior/inferior approach
15. The teacher is aware of the stages to deal with difference: respect, valuing, let it be
16. The teacher acknowledges the assimilative way of understanding difference as negation of
its originality.
17. The teacher recognizes integration as adaptation to society and inclusion as adaptation of
society.

8

The description of each level (pre-service, master and in-service teachers) arises from elaborated rubrics.
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18. The teacher acknowledges the components of difference: special needs and gifts, language,
religion, gender, social class, ethnicity, life styles, etc.
19. The teacher acknowledges the professional, social, ideological duties and rights stated by
“Teachers Law of the People's Republic of China (TLPRC) (1993)”
20. The teacher acknowledges the professional, social, ideological duties and rights stated by
“Professional ethics for primary and secondary school (PEPSS) (2008)”
21. The teacher acknowledges the TLPRC and PEPSS organizing main references
22. The teacher acknowledges the TLPRC and PEPSS core values
23. The teacher acknowledges an ethical and the legal and regulatory framework of the school
life.
For master’s students
1. The teacher realizes that Morals depends on beliefs and habits that have crystalized as a
good way of behaving and function as norms.
2. The teacher is aware of the concept of “value” and its characteristics, being able to give
examples.
3. The teacher knows that when values incarnate in materials, attitudes or behaviors produce
goods and can explain several cases of different nature.
4. The teacher exposes the difference between superior values and inferior ones, while devising
the nature of the complex ones.
5. The teacher unfolds the reasons why values are intensively and extensively unlimited, while
the personal stock is limited as well as more or less conscient.
6. The teacher exposes how an ethical judgement or action imply the result of a personal
process of inquiring and justification.
7. The teacher explains how values refer to other pertaining with them, thus forming
constellations.
8. The teacher realizes that education corresponds to the continuous construction of the
individual in person as an entity endowed with freedom, integrity, dignity and consequently
an ontological status.
9. The teacher realizes that education corresponds to the transformation of the individual in
person by means of incorporating and accomplishing values.
10. The teacher explains how education functions as mediator of a bio-psycho-social process of
development, for facilitating the acquisition of a personal axiological structuring.
11. The teacher comprehends that Education is oriented towards perfectibility, as an eminently
axiological appeal directed to the betterment of the educand, involving will and effort.
12. The teacher exposes how an ethical application or specialization to professional subjects
corresponds to deontology, which is stated in codes or laws.
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13. The teacher distinguishes several forms of ethics: teleological, deontological, virtue, care,
utilitarian, giving practical examples.
14. The teacher explains critically the basic logics for considering difference through a
superior/inferior approach.
15. The teacher exposes in a practical manner the stages to deal with difference (respect,
valuing, let it be).
16. The teacher presents how the assimilative way of understanding difference as negation of its
originality is grounded in prejudice, fear and retraction, among other factors.
17. The teacher exemplifies how integration functions as adaptation to society and inclusion as
adaptation of society.
18. The teacher explains why difference is composed by several personal allegiances: special
needs and gifts, language, religion, gender, social class, ethnicity, life styles, etc.
19. The teacher explains the professional, social, ideological duties and rights stated by
“Teachers Law of the People's Republic of China (TLPRC) (1993)”.
20. The teacher acknowledges the professional, social, ideological duties and rights stated by
“Professional ethics for primary and secondary school (PEPSS) (2008)”
21. The teacher exposes the reasons underpinning the organising main references of TLPRC and
PEPSS.
22. The teacher exposes the reasons underpinning the TLPRC and PEPSS core values
23. The teacher envisages an ethical and the legal and regulatory framework of the school life.
For in-service teachers
1. The teacher plans consciously how to make Students differentiate superior values are more
complex than inferior ones, while identifying some of them.
2. The teacher plans activities for presenting the concept of “value” and its characteristics,
being able to give examples.
3. The teacher presents several cases, of different nature, when values incarnate in materials,
attitudes or behaviours to produce goods and.
4. The teacher exposes the difference between superior values and inferior ones, while devising
the nature of the complex ones by exemplifying.
5. The teacher unfolds the reasons why values are intensively and extensively unlimited, while
the personal stock is limited as well as more or less conscient.
6. The teacher exposes how an ethical judgement or action is the result of a personal process
of inquiring and justification, within a practical given situation.
7. The teacher plans activities to lead Students to understand how values refer to other
pertaining with them, thus forming constellations, stating examples.
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8. The teacher explains that education corresponds to the continuous construction of the
individual in person as an entity endowed with freedom, integrity, dignity and consequently
an ontological status.
9. The teacher plans activities to propitiate the understanding that education corresponds to
the transformation of the individual in person by means of incorporating and accomplishing
values.
10. The teacher plans situations to exemplify how education functions as mediator of a biopsycho-social process of development, for facilitating the acquisition of a personal axiological
structuring.
11. The teacher presents the reasons why Education is oriented towards perfectibility, as an
eminently axiological appeal directed to the betterment of the educand and exemplifies why
it involves will and effort.
12. The teacher exposes how an ethical application or specialization to professional subjects
corresponds to deontology, presenting cases from codes or laws.
13. The teacher plans activities, based on giving practical examples, for inducing Students to
distinguish several forms of ethics: teleological, deontological, virtue, care, utilitarian, etc.
14. The teacher explains critically, based on examples, the basic logics for considering difference
through a superior/inferior approach, pushing the Students to infer consequences from both
positions.
15. The teacher exposes in a practical manner the stages to deal with difference (respect,
valuing, let it be) and motivates Students to express their own experiences.
16. The teacher plans activities to show, through practical cases, how the assimilative way of
understanding difference as negation of its originality is grounded in prejudice, fear and
retraction, among other factors.
17. The teacher exemplifies how integration functions as adaptation to society and inclusion as
adaptation of society, asking Students to give examples and discuss the consequences of
both positions.
18. The teacher gives examples of why difference is composed by several personal allegiances:
special needs and gifts, language, religion, gender, social class, ethnicity, life styles, etc.,
making Students produce justifications.
19. The plans systematic activities to make Students aware of the professional, social, ideological
duties and rights stated by the “Teachers Law of the People's Republic of China (TLPRC)
(1993)”
20. The plans systematic activities to make Students aware of the professional, social, ideological
duties and rights stated by the “Professional ethics for primary and secondary school (PEPSS)
(2008)”
21. The teacher plans activities to make Students infer the reasons underpinning the organising
main references of TLPRC and PEPSS.
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22. The teacher plans activities to make Students infer the reasons underpinning the TLPRC and
PEPSS core values.
23. The teacher conducts an ethical and the legal and regulatory framework of the school life.

For academic heads
a) To be critical, self-critical and reflective on the ethical and professional ethical aspects, as
well as on the personal practice;
b) To know and comprehend the legal and regulatory framework that has an impact on the
school system, as well as school the regulations in which educational programmes are
based.

ACTIVITY 1
Instructions:
1. Identify elements needed to make moral/ethical judgements (Shortlist explained - 150 words);
2. To reflect upon and describe a school ethical problem (Synthetic description - 150 words);
3. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
4. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
5. Share your work at the forum (optional).
Evaluation Criteria:
•
Norms, values, principles - basic: 1; proficiency: 2; expert: 3 - (0,5 points);
•
Pertinence, reference to values, quality of the description - basic: blurred; proficiency: clear;
expert: striking - (1 point).
1. Identify elements needed to make moral/ethical judgements (Short list explained - 150 words)
<insert text>
2. To reflect upon and describe a school ethical problem (Synthetic description - 150 words)
<insert text>
ACTIVITY 2
Instructions:
1. Quiz about distinguishing morals from ethics;
2. Decide on a value for exposing its meaning (150 words);
3. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
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4. To upload the documents participants should select the "Add submission" button at the bottom of
the page and follow the steps.
5. Eventual reformulation of value meaning (optional)
6. Share your work at the forum (optional);
Evaluation Criteria:
•
Identifies morals vs. ethics characteristics - basic: 4; proficiency: 6; expert: 8 - (1 point);
•
Basic: validity; proficiency: accuracy; expert: plus complexity - (1 point).
1. Quiz about distinguishing morals from ethics. For each term write the right option, if Moral
or Ethic:
Universal Principles – <insert text>
Tradition - <insert text>
Imitation - <insert text>
Questioning - <insert text>
Standard - <insert text>
Emotional Base - <insert text>
Rational Base - <insert text>
Justification - <insert text>
2. Decide on a value for exposing its meaning (150 words);
<insert text>
ACTIVITY 3
Instructions:
1. To do the concentric circles exercise reflecting upon personal values;
2. To analyse a cartoon;
"I have no problem chasing a stick, i mean, as long as it's for a good cause."
3. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
4. To upload the documents participants should select the "Add submission" button at the bottom of
the page and follow the steps.
5. Share your work at the forum (optional).
Evaluation Criteria:
•
Basic: 5; proficiency: 6; expert: 6 or more - (1 point);
•
Identifies ethics level judgement by referring to good causes = universal principals - basic:
refers to freedom; proficiency: refers to having a cause; expert: relates "good causes" with universal
principles) - (0,5 points).
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1. To do the concentric circles exercise reflecting upon personal values;
Take 10 minutes to write down, within the outside circle, the most important personal 9 values; then
take 5 minutes to select the 5 most important and write them in the middle circle; finally, in 5
minutes, select and write at the central circle the 3 most important personal values. This will compose
your approximate personal hierarchy of values.

Schema 1 - The circles for stating the hierarchy of personal values
Write 3 values
<insert text>
Write 5 values
<insert text>
Write 9 values
<insert text>
2. To analyze a cartoon.
"I have no problem chasing a stick, I mean, as long as it's for
a good cause."
Figure 1 - Cartoon on ethics
<insert text>
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ACTIVITY 4
Instructions:
1. To reflect upon the concept of difference and identify the components of the difference, while
explaining the required balance between integration and inclusion, pointing out how to deal with
difference.
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom of
the page and follow the steps.
Evaluation Criteria:
•
Adequacy - basic: 3; proficiency: 6; expert: 7 or more.
1. To reflect upon the concept of difference and identify the components of the difference, while
explaining the required balance between integration and inclusion, pointing out how to deal with
difference.
<insert text>
ACTIVITY 5
Instructions:
1. To comment the Figure.
All Different, all equal!
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom of
the page and follow the steps.
Evaluation Criteria:
•
Basic: explains slogan; proficiency: explain slogan and gives examples; expert: plus refers the
metaphoric meaning of the picture.
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1. To comment the Figure

Figure 2 - All different, all equal!
<insert text>
ACTIVITY 6
Instructions:
1. To elaborate a critical synthesis/essay about morals, ethics and values referring its importance
within education (500 words).
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
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Evaluation Criteria:
•
Concepts’ explanation: basic: morals vs. ethics; proficiency: morals vs. ethics, characteristics of values and its importance, e
xplains the concept of difference and inclusion; expert: previous plus giving reasons;
•
Argumentation quality: - basic: not clear/incomplete; proficiency: clear/incomplete; expert:
clear/complete.
1. To elaborate a critical synthesis/essay about morals, ethics and values referring its importance
within education (500 words).
<insert text>
ACTIVITY 7
Instructions:
1. To reflect on teacher’s rights and duties and make a list of your findings.
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
Evaluation Criteria:
•
Complete task - basic: 3; proficiency: 6; expert: 6 or more rights and duties
1. To reflect on teacher’s rights and duties and make a list of your findings.
<insert text>
ACTIVITY 8
Instructions:
1. Fill the schemas with teacher’s rights and duties.
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
Evaluation Criteria:
•
Schema 3 - basic: 2; proficiency: 3; expert: 4 or more;
•
Schema 4 - basic: 4; proficiency: 7; expert: 8 or more;
•
Schema 5 - basic: 2; proficiency: 3; expert: 4 or more;
•
Schema 6 - basic: 4; proficiency: 7; expert: 8 or more;
•
Schema 7 - basic: 1; proficiency: 1; expert: 3 or more;
•
Schema 8 - basic: 4; proficiency: 7; expert: 8 or more.
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1. Fill the schemas with teacher’s rights and duties.
Please insert in the blank space of each scheme the term you consider more correct:
- abide professional ethics
- abide the Constitution and Laws
- appointments based on equality
- assure safety, health, safeguard students' interests
- Be a good example
- be assessed objective, fair and accurate manner: basis for pay rise, rewards and
punishments
- be encourage and helped
- be friendly
- be paragons of learning
- be paragons of virtue
- be respected in the whole society
- broaden vision
- Care, love all students,
- ceaselessly raise awareness
- ceaselessly raise political awareness
- conduct educational and teaching activities
- conduct educational and teaching activities: imparting knowledge: culture, science and
technology
- contracted defining rights, obligations, responsibilities
- cooperation & respect
- developing socialist education
- devotion to work
- educate patriotism, national unity
- enjoy the welfare, retirement benefits
- establish the concept of lifelong learning
- fulfil teachers' tasks
- fulfil the rights of teachers' duties
- get books, reference materials
- get qualification according to education level
- get support for complying with teachers' tasks
- Honest and integrity
- honour & shame
- housing preferences
- implement the national education policy
- improve professionally
- improving nation's quality
- law abiding
- love the people
- make appeals and complaints
- patriotism
- promote students' all-round development
- 137 -

Teacher Trainers’ Training on the Competence-based approach.
- put forward opinions whole school system
- respect students' personality
- scientific spirit
- stimulate students' spirit of innovation
- strengthen ideological and political education
- strict & compassionate
- support for working with national minorities and with poverty-stricken areas
- support the leadership
- take refresher courses
- teach and educate
- to engage in scientific research and academic exchanges
- to give guidance to studies, development (physical, moral, intellectual) and to evaluate
- to give guidance to studies, development (physical, moral, intellectual) and to evaluate
- to love and respect students' dignity (disrespect, cruelty)
- to obtain salaries and remunerations
- treat students equally and fairly
- well dressed & well-mannered
- zeal

Schema 3 - TLPRC schema of social rights
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Schema 4 - TLPRC schema of professional rights
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Schema 5 - TLPRC schema of ideological duties
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Schema 6 - TLPRC schema of professional duties
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Schema 7 - PEPSS schema of ideological duties
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Schema 8, 9 & 10 - PEPSS schema of professional duties
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ACTIVITY 9
Instructions:
1. Fill the schema with the TLPRC/PEPSS main references;
2. To fill the schema with the TLPRC/PEPSS core values.
3. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
4. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
Evaluation Criteria:
•
Basic: 1; proficiency: 1; expert: 3 - (0,5 points);
•
Basic: 3; proficiency: 6; expert: 6 or more - (1 point).
ETHICAL C
1. Fill the schema with the TLPRC/PEPSS main references;
Please insert in the blank space of each scheme the term you consider more correct:
- committed professionalism
- country and people
- dignity
- equality
- honesty & integrity
- improvement & innovation
- justice
- love & care
- professional commitment
- respect
- students' cherishing
- virtue
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Schema 9 - TLPRC and PEPSS organising main references
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2. To fill the schema with the TLPRC/PEPSS core values.

Schema 10 - TLPRC and PEPSS core values

ACTIVITY 10
Instructions:
1. At your choice take
a movie you know or watch,
for instance the movie “Monsieur Lazhar”
(2011), Direct by Philippe Falardeau (several links to optional movies provided at support resources).
•
•

present a movie scenes where duties and rights are compiled/used;
present a movie scene of safeguarding educands.
If you want you can upload a scene or write the link.
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2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom of
the page and follow the steps.
Evaluation Criteria:
a - provides the explanation of duty/right compiled/used - basic: blurred; proficiency: clear; expert:
striking;
b - provides the explanation of duty/right compiled/used - basic: blurred; proficiency: clear; expert:
striking.
Resources:
•
http://www.imdb.com/title/tt0094027/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt0097165/?ref_=nv_sr_1
•
http://www.imdb.com/title/tt0112792/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt0209189/?ref_=nv_sr_3
•
http://www.imdb.com/title/tt0318202/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt0372824/?ref_=fn_al_tt_2
•
http://www.imdb.com/title/tt0463998/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt1068646/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt1683526/?ref_=fn_al_tt_1
•
http://www.imdb.com/title/tt2011971/?ref_=nv_sr_1
•
http://www.imdb.com/title/tt3595966/?ref_=fn_al_tt_1
1. At your choice take a movie you know or watch, for instance the movie “Monsieur Lazhar”
(2011), Direct by Philippe Falardeau (several links to optional movies provided at support
resources).
Present movie scenes where duties and rights are compiled/used.
<insert text>
Present a movie scene of safeguarding educands.
<insert text>
ACTIVITY 11
Instructions:
1. Elaborate a critical essay (350 words) on TLPRC and PEPSS teacher’s rights and duties, stating its v
irtues and shortcomings.
2. To write your answers please choose the document format to download:
- Word format;
- OpenDocument Text.
3. To upload the documents participants should select the "Add submission" button at the bottom
of the page and follow the steps.
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Evaluation Criteria:
•

Concepts' explanation: - basic: incomplete identification of rights and duties; proficiency:
fair identification of rights and duties; expert: previous plus giving reasons;
•
Argumentation quality: - basic: not clear/incomplete; proficiency: clear/incomplete; expert:
clear/complete.
1. Elaborate a critical essay (350 words) on TLPRC and PEPSS teacher’s rights and duties, stating its
virtues and shortcomings.
<insert text>

Final quiz
1. Morals distinguish from Ethics because:
a. Morals rely on tradition and Ethics on Science.
b. Morals rely on tradition and Ethics on opinion.
c. Morals rely on god sense and Ethics on what is commanded.
d. Morals rely on tradition good sense and Ethics on personal reflection.
2. A value is
a. Something we like.
b. Something that has established importance.
c. A structural quality.
d. A quality very cherished.
3. Difference among humans is something.
a. We can neglect because there many things that connect us.
b. That expresses a way of dealing with life.
c. That should be normalized.
d. Expressing a way of life that has no interesting value.
4. Among the TLPRC professional rights we can find
a. Enjoy the welfare, retirement benefits.
b. Abide the Constitution and Laws.
c. To be encourage and helped.
d. To make appeals and complaints.
5. Among the TLPRC and PEPSC core values we can find
a. Love and care, dignity and obedience.
b. Justice, profit and respect.
c. Love, dignity and justice.
d. Professional commitment, self-interest and tradition.
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Resources
http://www.imdb.com/title/tt0094027/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0097165/?ref_=nv_sr_1
http://www.imdb.com/title/tt0112792/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0209189/?ref_=nv_sr_3
http://www.imdb.com/title/tt0318202/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt0372824/?ref_=fn_al_tt_2
http://www.imdb.com/title/tt0463998/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt1068646/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt1683526/?ref_=fn_al_tt_1
http://www.imdb.com/title/tt2011971/?ref_=nv_sr_1
http://www.imdb.com/title/tt3595966/?ref_=fn_al_tt_1
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10. ANNEX
Reading. Activity 2. Generic Module. Cano (2018a)
COMPETENCE-BASED EDUCATION APPROACH
Justification
There are several arguments that can be used to support competence-based education designs, apart
from content-based ones:
a. First of all, we live in the knowledge society. We are surrounded by information. Information
is rapidly created, and it also becomes obsolete very rapidly. During the last years, information
available online has exponentially increased. Therefore, instead of knowing information that
becomes obsolete within time, it is necessary to be able to look for information that is adequate
to every situation, to select a piece of information (from a very wide range of possibilities),
to process it, interpret it and make it your own so as to generate knowledge that allows us to
solve situations we face. That is, precisely, what competence-based approaches intend: that
people develop wide abilities that allow them to learn, and unlearn, throughout their life and to
adapt to changing situations. It is possible that we do not have the same job throughout our life.
We may not even have the same profession. We need knowledge, skills and attitudes that
provide us with this flexibility that will be essential.
b. Secondly, and closely linked to the accelerated change of knowledge, there is complexity: the
classical organisation of subjects or areas of knowledge do not seem to fit our current context.
We must eliminate fragmentation and promote integrated knowledge which, as Morin (2001)
suggests, overcomes super-specialisation and the reductionism that separates subjects.
Competences are a key proposal in relation to this since they promote the mobilisation of pieces
of knowledge that traditionally have been learnt in separate subjects, as well as their adequate
combination so as to give answers to diverse contexts.
c. Thirdly, an integrated training that allows people to face an uncertain society, based on the
mobilisation of all their knowledge or intelligences is becoming more and more necessary.
Gardner (1993) generated the theory of multiple intelligences, which is related to competencebased designs because in order to give an answer to a situation in an efficient way or to adapt to
changing realities, people articulate intelligences that are not strictly cognitive, such as the
interpersonal or intrapersonal one, amongst others.
These, as well as other cones, are some arguments that can be used to support the competencebased approach.

- 152 -

Teacher Trainers’ Training on the Competence-based approach.

Definition and characteristics of competences
The OCDE (2013) points out that there is a great variety of definitions of competence and, in
addition, that there is a lack of agreement about the meaning of concepts, such as
competences,
skills,
standards…
When
a
difference
is
established
between skill and competence, the term skill refers to the ability of solving tasks and
problems (in general). However, the term competence refers to the ability of adequately
applying the learning outcomes in a defined context. That is, a competence consists
in solving situations and giving answers to the demands of a specific and determined context.
Therefore:
A competence is the aptitude or ability to integrate and mobilise, in a rapid and
adequate way, knowledge, skills, attitudes and values that are necessary to efficiently
(that is, with ease, precision and adaptability) face a problem in a complex situation
and in a specific context.
In order to be competent, knowledge (learning to know), skills (learning to do) and
attitudes (learning to be) have to be mobilised in an integrated and coherent way, providing
an answer in the precise moment that is adequate to the context. A competence has three
integrated elements:
• Knowledge, understood as the assimilation of information (facts, principles, theories
and practices that are related to a field of study) through learning.
• Skills, understood as the ability to apply knowledge and techniques, and to use the
know-how and technology to complete tasks.
• Attitudes, understood as the motivators of the performance, the basis of a
continuous competent development.
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Source: https://www.quotemaster.org/skill+and+knowledge

Therefore, competences have an integrator nature because they articulate conceptual,
procedural and attitudinal knowledge. However, they require something beyond adding up
these knowledges. Accumulating knowledge does not necessarily imply being
competent. Instead, one has to be able to search or select the adequate knowledge in each
moment and situation in order to solve the problem or challenge we face. This implies that
competences have a contextual and applied nature.
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Source: https://www.brainyquote.com/quotes/confucius_136802
On the other hand, even though competences are linked to everyone’s personality, they can be
developed through initial training, lifelong learning and experience throughout life. In addition,
one can be competent today and stop being competent tomorrow, or not be competent in a different
context which that person is not so familiar with. Consequently, competences
have a recurrent and continuous growth nature.
Finally, being competent does not imply acting in a mechanical way, standardising some behaviours.
Instead, the person has to be able to analyse each situation and to look for the mechanisms to be
used so as to solve it, with criteria and reflective capacity.

Implications of the competence-based approach
Competence-based designs are situated in a new educational paradigm, whose focus is student’s
learning, locating him/her in the centre of the process. According to some authors, we have to switch
from thinking of the teaching-learning processes to thinking of the teaching-learning, so that the role
of the teacher changes from being a transmitter of content to a facilitator or growth
opportunities. Not only do we have to think about what we want students to learn but about how.
This will imply combining masterclasses with other types of methodological strategies, in which the
student is active and develops both autonomous learning and cooperative learning, learning with
and from his/her peers.
In order to achieve this, our pedagogical training must be strengthened, and we will have to work in
a more coordinated way with the other teachers so as to achieve that students develop their
competences. The creation of teams of teachers is essential.
On the other hand, institutions will have to promote the conditions for competence-based work to
take place. This implies revising the way in which we understand educational spaces, schedules,
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student grouping, as well as the time that each teacher has to plan, meet his/her colleagues and
promote new ways of learning and assessment.
The competence-based approach implies overcoming the acquisition of curricular content, as well as
checking the students’ use of knowledge in reality. That is, it implies:
• Integration of knowledge, skills and attitudes. Learning through competences implies having
and integrating contents from diverse nature, conceptual, procedural and related to values.
• Globalisation of learning. Competences require the effort to integrate learning from different
areas, that is, complex problems require interdisciplinarity. At the same time, there is a
connection between the learning activities and the students’ daily situations.
• Insistence on the student’s activity. It is necessary to make active and diverse proposals that
promote the important role of the students and that allow experimentation, cooperative work
and participation.
• Requirement of meaningful learning. We have to guarantee the connection and
comprehension of the student’s previous knowledge with the new ones.
• Need of transference. A competent student solves diverse situations, s/he does not only
repeat routine or consolidated situations. New knowledge must be transferrable both at the
moment and throughout life, so that this knowledge is useful for the student to have a better
understanding of the world s/he lives in and, at the same time, that knowledge provides tools
and knowledge to have an impact on his/her reality in a responsible way.
Therefore, there are some clear implications on several processes:
• Planning: we have to plan in terms of learning outcomes that we want all students to learn
and to program the competences to be acquired, not only the contents to be learned.
• Methodologies: we must diversify proposals, combining diverse tasks but, to the extent
possible, complex and realist.
• Assessment: we also have to diversify exams, proposing oral and written exams, essays, tests,
theoretical and practical exams, etc.

Implications on planning
Curricular planning must be based on a careful selection of competences and on an effort to reach
an agreement on their meaning. From this point, we must establish the sequence through which each
competence must be worked, determining several competence development levels and mapping the
competences, distributing competences through the different subjects. We must sequence the
curriculum in a coherent way with the decisions that are made collectively. Therefore, the steps to
be followed would be:
A. Deciding on the most relevant competences, with the help of society as a whole. Employees,
academics, graduates, etc. can state their opinion about which competences they believe are the
most necessary to create a complete competence-based profile.
B. For each one of the competences, which can be specific (related to specific disciplines) or
transversal (shared by all subjects or fields of knowledge), a rubric or sequence must be
elaborated, establishing several standards or levels of acquisition. The exigence level that will be
associated to the initial and expert levels must be considered.
C. Competences must be distributed amongst the different subjects so that throughout the
years there are enough experiences that allow their development, in different courses and levels.
This is the map of competences.
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Implications on methodologies
Competence-based approach proposals imply sharing learning models that are focused on the
student, in which s/he is an active agent who is responsible for his/her own processes.

Source: http://acrlog.org/tag/learning-theories/
Some strategies that can be combined so as to achieve the optimisation of students’ learning are the
following:
• Expositive sessions: exposition of the contents of the subject.
• Conferences, contributions and expositions, with prestigious speakers, so as to delve into the
content of some subjects.
• Seminars: profound work on a topic (monographic). Deepening knowledge and establishing
relations between contents provided during masterclasses and the professional work.
• Discussions: activities in which two or more groups support contrary opinions in relation to
a specific topic.
• Presentations: oral expositions done by the students about a specific topic or project
(previous written presentation).
• Exercise or problem solving: formulation, analysis, resolution and discussion of a problem or
exercise, establishing relationships with the topic of the subject.
• Practical sessions through the use of ICT in computer labs or using mobile phones: practical
application of the theory in a determined context, search of information to elaborate a product,
etc.
• Practical sessions in laboratories: practical exercises in different laboratories.
• Monographic work: essays about a specific topic.
• Discussion forums: activities, through the use of ICT, in which diverse topics related to the
academic and/or professional area are discussed.
• Autonomous work activities: search, reading and documentation work, proposal of solutions
to exercises that must be carried out in the lab, etc. by the student.
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Another similar classification divides learning strategies into presential sessions and autonomous
work sessions:

Source: http://www.ulpgc.es/hege/almacen/download/42/42376/modalidades_ensenanza_compe
tencias_mario_miguel2_documento.pdf
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Despite the fact that what determines if a methodology is or is not adequate is its coherence with
the learning outcomes, it is necessary to indicate that competence-based approaches suggest
proposing the student real situations (or simulated) in which s/he has to give an answer to a situation.
Therefore, integrative methodologies are more advisable. Problem-based learning, project-based
learning and case studies are the competence-based methodologies par excellence.
Generally speaking, competences are developed better when worked through complex and
contextualized tasks. These can include different activities and these, at the same time, can include
diverse isolated exercises.

Implications on assessment
General principles about assessment
Assessment is “stuck” between didactics, meaning that it is both an effect and a cause of learning.
Competence-based assessment must be based on some important general statements:
• Assessment must constitute a learning opportunity and it must be used to promote
competences amongst all students, instead of selecting those students that have certain
competences.
• Assessment cannot only be grading. Instead, putting marks is a subset of assessment.
• Assessment cannot be focused on memorisation and repetition of information, but on the
assessment of superior cognitive skills. Assessment cannot only be based on “pencil and paper”
exams. Instead, complex and varied instruments are required.
• Assessment must be coherent with the rest of the elements of the training design, it must be
integrated in it. That is the reason why methodological experiences that are more coherent with
competence-based designs, such as simulations, projects, problem-based learning, etc. have
assessment activities that are very important to the competence-based assessment.
• Assessment must make the students aware of what their learning process and level is, of how
they are developing tasks, and of which are their strengths, as well as which aspects they should
correct so as to face learning situations in the future.
Furthermore, competence-based assessment specifically makes us use a wide variety of instruments
and imply different agents. We must take some of the students’ execution samples and use
observation as an information collection strategy in a systematic way. It can be complemented by
other closed registers (checklists, scales, rubrics) or open registers, and can be carried out by the
teacher, students, or the same student who is being assessed (or by all students at the same time, in
a 360º assessment model). Regardless of the case, it must provide information about the progress of
the development of the competence, as well as suggest ways of improvement:
The best way to assess competences is to make the subject face a complex task, so as to see
how s/he manages to understand and solve it, mobilising knowledge. Assessment
instruments that are used cannot only be exams to test the command of contents, nor
objective. Instead, they must propose complex situations, which belong to the situations
defined by the specific competence. In addition, this situation will require a complex
production from the student to solve the situation, since s/he needs knowledge, attitudes,
metacognitive and strategical knowledge.
(Bolívar, 2008, 184).
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How to assess the development of competences?
Assessment implies collecting information, valuing it and making decisions so as to help students
continue learning. In order to assess well, we must:
• Share learning outcomes and assessment criteria with the students.
• Plan the sessions and constantly revise this planning with the students so as to help them be
situated.
• Devote time for students to foresee and plan the necessary actions to solve tasks (individually
or in groups).
• Foster the participation of all students through the formulation of good questions, which
make pupils verbalise their learning and check their progress.
• Promote discussion and the sharing of knowledge amongst students at the beginning of the
task, throughout it and at the end, so as to contribute to self-regulation.
• Foster the consistent practices of self-assessment and co-evaluation of certain tasks, as a way
to raise the students’ awareness in relation to their starting point and their progress to the
attainment of objectives.
• Devote time to summarise, checking the students’ degree of attainment of the learning
outcomes by the end of a global unit or a project, as well as before any assessment activity.
• Design several activities to assess functional and contextualised learning. These activities
must allow the application of acquired content in situations that are different from the ones
previously worked in the classroom.
• Give individualised feedback on the results, including spoken or written comments for
improvement.
Assessment must not only be done about conceptual contents (what the students know), but also on
procedural contents (skills, making, etc. what students know to do) and on attitudes (responsibility,
respect towards others, etc. what students must tend to be). Assessing competences implies
proposing interdisciplinary projects and tasks in which the students must combine knowledge from
diverse nature and “subjects” so as to give an answer to a situation. Therefore, what should be
assessed is not only if students have knowledge and skills, but also how they use them.
To conclude, it is about articulating learning (and assessment) strategies in which students face
challenges and have to elaborate their own answers. In the case of written exams, PISA exams offer
a good example of competence-based items. After having presented the students data in diverse
formats (texts, graphs, visuals, etc.), they are asked questions that are challenges, which require the
students to elaborate answers, make decisions, solve cases or problematic situations… In relation to
those proposals that we design for our students, we can think about the following items, amongst
others:
IN RELATION TO THE PROPOSED ACTIVITIES
1- Do they follow a logical learning sequence? Previous knowledge exploration – introduction of
new contents – organisation of knowledge – application of knowledge to problem solving
2-Are learning situations introduced by questions or as problems to be solved?
3-Are contents to be worked related to real facts or daily problems?
4-Do these activities require applying the acquired content and learning something new?
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5-Is it easy to establish connections between contents from different areas?
6-Is it planned to carry out tasks which require the use of cognitive skills of a varied level of
difficulty?
7-Are students aware of the purpose of each task?
IN RELATION TO THE USE OF RESOURCES AND MATERIALS
8-Are the resources and materials used diverse?
9-Do they stimulate curiosity amongst students?
10-Is there a connection between the resources and materials used and the students’ interests?
IN RELATION TO THE CLASSROOM SOCIAL ORGANISATION
11-Is autonomy promoted?
12-Are the teacher’s interventions based on adequate questions rather than on explanations?
13-Is individual work complemented by collective work?
IN RELATION TO DIVERSITY
14-Are the students’ different working rhythms respected?
15-Are multilevel activities planned?
IN RELATION TO ASSESSMENT
16-Are assessment criteria shared with the students? Does the teacher check if they have
understood them?
17-Are students told the assessment criteria?
18-Is it planned to use strategies to help students identify what they have learnt and to
understand their difficulties?
19-Is it planned to use co-evaluation or to share what has been learnt amongst students?
20-By the end of the unit, are instruments and techniques used so that students are able to
verbalise what they have learnt and to identify what they have to improve? Are tools and
resources provided so as to achieve this?
Source: http://ensenyament.gencat.cat/web/.content/home/departament/publicacions/colleccion
s/competencies-basiques/primaria/programar-educacio-primaria.pdf

Competence-based tasks
What is a task?
A task is an action, or a group of actions, orientated to the resolution of a problem-situation through
the combination of all the available knowledge that will allow the elaboration of a final product, as
well as the participation in a relevant social practice in a defined context.
Therefore, we must propose tasks that integrate diverse activities. At the same time, these. Can
require several previous exercises. However, to the extent possible, we must try not to make
exercises a sequence of repetitive, isolated, irrelevant and non-meaningful actions for students.
Instead, they should perceive what the usefulness of solving daily-life problems is.
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Source: http://formacion.educalab.es/pluginfile.php/49912/mod_imscp/content/5/b_distincin
_entre_ejercicio_actividad_y_tarea.html
Which characteristics do competence-based tasks have?
•
•
•

Learning outcomes and assessment criteria are shared with the students.
The basis of the activity are the students’ interests, or these are taken into account.
Contents are worked in an integrated way, not fragmented in knowledge areas, and related
to real contexts or everyday problems (authentic learning).
• Activities include many research elements, which imply applying acquired contents. More
questions are asked than answers are given.
• Situations that usually do not have one possible solution are presented. Dilemmas and
controversies are presented, which promote discussions between students.
• Tasks that require the use of cognitive skills of varied complexity are planned.
• Activities usually require teamwork (cooperative or not), even though they always have
research and reflection parts.
• They promote the students’ autonomy and the protagonism of their learning.
• The teacher is a guide: s/he proposes, regulates, asks, introduces contents when it is
necessary…
• Metacognition, learning to learn and self-regulation are promoted. The process is taken into
account, not only the final result.
• Diverse resources and materials are used to stimulate curiosity and creativity amongst
students.
• The students’ different working rhythms are respected. Teachers make sure that each
student reaches the highest level within his/her possibilities.
• It is planned to devote time to co-assess and to share what has been learnt between
students.
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•

The use of strategies to help students identify what has been learned and to understand their
difficulties is planned.
• Dialogue is used to make new ideas, hypothesis and questions arise, as well as to organise
pieces of information and so on.
• To conclude, dynamics or instruments are used to help students verbalise what they have
learnt and identify what they should improve. Tools and resources are used to achieve this.
Source: http://ensenyament.gencat.cat/web/.content/home/departament/publicacions/colleccion
s/competencies-basiques/primaria/programar-educacio-primaria.pdf
Some possible methodologies that have these characteristics and that can be used are: peer learning
and cooperative learning, interactive groups, project-based learning, problem-based learning,
workshops, corners and gamification. However, any other assessment activity we propose to our
students can be competence-based if we make an effort to locate it in a real context, has data in
different formats, implies integrating different knowledge, searching, selecting and applying
knowledge, as well as giving a meditated solution and/or making decisions. A good example are the
PISA tests:

- 163 -

Teacher Trainers’ Training on the Competence-based approach.

Source: https://www.researchgate.net/publication/227208614_Problem_solving_in_the_mathema
tics_classroom_The_German_perspective/figures?lo=1
In order to solve competence-based tests (which can usually be answered through
different procedures or ways), it is required to do certain calculous exercises, have reading
comprehension and capacity of analysis and articulating all of it so as to give an answer.
Teacher’s key competences proposal
As a part of the project that this training belongs to, a proposal of key competences for Primary
Education teachers has been developed, after rigorous bibliographic analysis. Competences are
divided into two types: specific and cross-curricular.
• Specific competences are those that are characteristic of the field of knowledge of Primary
Education teachers.
• Cross-curricular competences are those which are necessary for the comprehensible
development of the individual and, moreover, it provides learning that is necessary in all
professional fields. Therefore, competences classified as cross-curricular are the ones that are
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necessary for any professional field (self-reflection and professional development, information
and communication technologies, communication and ethical commitment). Nonetheless, it has
been decided to describe them in relation to the specific Primary Education teachers’ context.
Every competence proposed belongs to a teacher training dimension and, at the same time, has
several descriptive elements, which aim to make it more understandable.

Resource. Generic Module. De Miguel (2005)
MODALITIES
T/S

PRESENTIAL
SCHEDULE

MODALITY

SETTING

PURPOSE/DESCRIPTIO
N

To talk to students
Sessions that are
expositive, explicative
and/or demonstrative
of contents
(presentations can be
done by teachers,
students, etc.)

Theoretical
lessons
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Seminars workshops

To build knowledge
through interaction
and activity
Monographic
supervised sessions
with shared
participation
(teachers, students,
experts, etc.)

Practical
lessons

To show students how
they have to perform
something
Any kind of practical
activities in the
classroom (case
studies, diagnostic
analyses, laboratory
problems, field
research, computer
laboratory).
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External
internships

To implement what
they have learnt
Training that is carried
out in companies and
organisations that are
external from the
university (assistance
short-term aid
actions…).

Tutorials

To give personalised
attention to students
Personalised support
relationships in which
a teacher-tutor pays
attention to, facilitates
and orientates one or
more students during
their training process.
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Study time
and group
work

To make them learn
with each other
Preparation of
discussions, readings,
investigations,
projects, reports, data
collection and analysis,
etc. so as to share it or
hand it in in class,
through the
students’ group work.

Study time
and
autonomo
us
individual
work

To develop the ability
of self-learning
The same activities
done in the previous
modality but
developed
individually. In
addition, this includes
individual study
sessions (to prepare
an exam, working in
the library, doing
complementary
readings, working on
problems and
exercises, etc.), which
are essential for
autonomous learning.

AUTONOMO
US WORK
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TYPES OF DIDACTIC METHODS
The method is made specific in a variety of manners, ways, procedures, strategies, techniques,
activities and teaching and learning tasks. Depending on this variety, there are several types of
methods: that is the reason why methods have been classified differently by several
authors (Bireaud, 1990, Brown & Atkins, 1993, Navaridas, 2004) according to the criteria or aspect
these authors believe is more important. We have created three groups according to the approach
that has been used:
A. Didactic approach for individualisation. This approach focuses its attention of the student
as an individual subject. Some didactic proposals that respond to this criterion are the following:
o Programmed instruction: teaching is presented in a logical and gradual sequence. Therefore,

all variables that intervene in the teaching and learning process are organised based on certain
objectives. Consequently, the student can learn for himself, without the need of help and
following his/her own learning rhythm.
o Modular teaching: it is considered a version of programmed instruction. Teaching is

articulated through modules or units, which are basic, have their own entity and complete
structure, and offer a learning guide following some preestablished guidelines.
o Self-directed learning: the student is responsible for his/her own learning throughout all its

phases, normally determined by a learning contract, whose learning goals, assessment criteria
and evidences of achievements are negotiated and agreed by both the student and the
teacher.
o Investigation: this practical teaching method makes the student identify the problem to be

investigated, precisely formulate it, develop the appropriate procedures, interpret results and
get to adequate conclusions from the work that has been done.
o Academic tutorial: the teacher guides and orientates the student in multiple academic

aspects, adjusting the teaching action to his/her personal characteristics for the attainment of
the established learning.
B. Didactic socialisation approach. It is focused on the social dimension of the didactic process.
The teaching models related to this approach are:
o The traditional or logocentric lesson: it is polarised on the teacher and it is fundamentally

determined by the object to be transmitted. The teacher monopolises the initiatives, and
teaching is vehiculated through the oral language, which is used to make all students learn a
unit at the same rhythm, which everyone has to follow.
o The case study method: it is the description of a real or hypothetical situation that must be

studied in an analytical and exhaustive way so as to find the solution or solutions to the posed
situation.
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o The incident method: it is a version of the previous one. Students study an incident that

requires making decisions based on a description in which facts are generally incomplete.
Students must obtain the necessary information so as to solve the problem by asking the
teacher, who plays the role of the different people involved in the incident.
o Teaching through a centre of interest: students divide themselves into groups according to

the topic or task they find the most interesting. The distribution of topics is done freely.
o Seminars: students who have common interests and training levels work in small groups.

They allow the thorough and collective investigation of a specialised topic through the use of
original information sources.
o Peer tutoring: a more advantaged student teaches another that is less advantaged, under the

teacher’s supervision.
o Working in small groups: the teacher programs several work proposals that the small groups

will have to develop.
o Cooperative learning methodology: a small heterogeneous group of students collaborates

in every member of the group’s achievement of the learning outcomes through a determined
work proposal.
C. The globalised approach. It encompasses those methods that allow facing reality in an
interdisciplinar way, such as:
o

Project-based learning: it is a globalised work, individual or in groups, started
voluntarily by students according to their natural interests. The teacher orientates the
students, answers their doubts and encourage their work.
o

Problem-based learning: this methodology is usually of an interdisciplinar nature. It
consists in identifying a problematic situation, defining its parameters, formulating and
developing hypothesis and proposing an alternative solution or solutions by a small
group of students.
All in all, there are multiple teaching and learning methods and, as a consequence, they can be
applied through diverse combinations according to the objectives to be attained. The analysis and
knowledge of each specific situation allows determining the intervention of teachers. Objectives
guide the selection of teaching methods, learning activities and assessment systems. It will usually
be necessary to combine several methods so as to develop all the competences stated in the
educational proposal. Therefore, the multiplicity of methods seems to be the most productive path
so as to undertake a didactic renovation of university teaching.
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Resource. Activity 3. Planning Competence. Maria’s case.
Maria is an in-service teacher working at 4th grade of primary education. She is worried because, after
finishing the ‘Technology unit’, she has realized that her students have not achieved the learning
outcomes she expected. Indeed, she wanted to use this unit to work students’ autonomous
competence and learning to learn competence, at the same time that they had to find creative
solutions to problems. She does not know why students have not achieved these aims and she needs
some help. Maria has forwarded her general planning of the unit (table 1) and then an example of
one of the activities she did.
After analysing her planning, why do you think students have not achieved the autonomous learning
and learning to learn capacity Mari wanted? What should be improved in Maria’s planning? Could
you write down the aspects that need to be improved?
ASSESSMENT
COMPETENCE
LEARNING OUTCOMES
CONTENTS
CRITERIA
·To acquire the specific ·Acquisition of specific ·The opinions about
vocabulary
vocabulary of the topic technology are shared
·To become able to speak chosen.
and discussed.
in public.
·Ability to perform well ·The
evolution
of
Communicative
·To
express
their in public.
technology
is
competence
opinions.
·Expression
of
the discussed.
·To discuss different own opinions.
points of view.
·Ability
to
discuss
different points of
view.
·To
reflect on ·The respect for the ·Activities are done
technology.
different points of view cooperatively.
·To recognise the diversity which imply respect
Social
and
Civic
of opinions.
towards the others.
competence
·To value technology.
·Understanding
the
diversity as a positive
aspect.
·To elaborate handmade ·Elaboration
of ·Handmade
product
products.
handmade
products that are elaborated in
·To develop creativity.
using
different order
to
develop
Artistic and cultural
materials.
creativity.
competence
·Development
of
creativity
through
plastic arts.
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LEARNING ACTIVITY
Learning
Contents
Assessment criteria
Outcomes
Sessions 3 to 7 Communicative
·To become able to · Ability to perform ·The opinions about
competence.
speak in public.
well in public.
technology
are
Social and civic ·To express their ·Expression of the shared
competence.
opinions.
own opinions.
and discussed.
·To
discuss ·Ability to discuss ·The evolution of
different points of different points of technology
is
view.
view.
discussed.
·To
reflect on ·The respect for the ·Activities are done
technology.
different points of cooperatively.
view
which
imply respect
towards the others.
Task
Material
Time
Grouping
Students will have to research on the technological
4 sessions of Small groups of 4.
changes experience during the past 50 years. They
60’ each.
These groups will be
will have to ask their family (grandparents,
heterogeneous.
parents…) what technology they had when they
were young and how this technology has been
changing until nowadays.
To this end, different steps will have to be done:
1. Students will have to prepare the
questions they will ask to their family.
2. They will have to ask the questions to their
family.
3. The answers will be shared with the other
members of the group.
4. They will have to identify and discuss how
technology has changed over time.
5. They will have to summarize the main
changes identified and present them to the
other classmates.
Assessment
The teacher will assess the final presentations in terms of:
• The correct use of language (vocabulary and grammar).
• The pace and tone of speech.
• The clarity of the ideas.
Day & Session

Competences
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ASSESSMENT TASK
The next day, after the presentations, students have the following individual writing task:
1. Did technology exist when you grandparents were your age?
2. What technology did your grandparents have?
3. Write a technological device that did not exist when your parents were your age?
4. Circle all the devices you use in a daily basis:
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Reading. Activity 2. Assessment Competence. Salinas & Cotillas
(2007)
1. WHAT DOES IT MEAN TO ASSESS LEARNING?
From a general perspective, assessing means to estimate, appreciate, calculate the value of
something. Therefore, a first approximation to the term “assess” would be “the elaboration of an
opinion about the value or merit of something”.
If we want this opinion to be adequately substantiated, or at least to have certain rationality, that is,
that assessment goes beyond a mere first impression, there are normally two previous stages to
giving the opinion:
• Collection of evidences
• Application of certain quality criteria to those evidences, which allow us to make an
estimation about the value or merit of the object that is being assessed.
In teaching, when the term “assessment” is applied to the students’ academic performance, the
object of assessment is the student’s learning.
This implies a process through which:
(a) we collect information or evidences about the students’ learning,
(b) we apply certain quality criteria and, finally,
(c) we give an opinion about the value or merit of that student’s learning.
An assessment system refers to the organisation of the elements that constitute this process, as well
as to the rationality or sense that we give to the elements of this process.
EXAMPLE:
Let’s think about project in small groups of students about a specific topic of a
specific subject. The formal presentation of the project (whether it is paper-based or a digital
version) gives us the evidence to give an opinion about.
The opinion will be given taking as a reference the assessment criteria that have been
previously established and, of course, shared with the students from the beginning of the
project. Those criteria can be established in a general way, even though they must be
adequately clarified:
• The student hands in the work in time.
• The student follows the established format (extension, table of contents,
references…).
• The student uses updated references.
• The student uses clear and specialised language.
• The student includes relevant contents.
• The student organises contents correctly.
• The student organises group work (interview with the group).
In fact, some colleagues decide to quantify the value of each one of these criteria:
• The student hands in the work in time. (NECESSARY CONDITION).
• The student follows the established format (extension, table of contents,
references…). (NECESSARY CONTIDION).
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•
•
•
•
•

The student uses updated references………………….……….…… (10%)
The student uses clear and specialised language……………...…… (20%)
The student includes relevant contents...…………………….……… (30%)
The student organises contents correctly. …………………………… (20%)
The student organises group work (interview with the group). ….… (20%)

2. ASSESSMENT AND TEACHING
Hypothetically assessing students’ learning can have different purposes, such as:
• To lead to qualifications.
• To orientate the students to the improvement of their performance or learning.
• To learn about students’ difficulties.
• To learn about our own difficulties to teach what we want to teach.
• To value certain teaching methods.
• To motivate students to study.
It often happens that, occasionally, the self-perception that we usually have as teachers when it
comes to our function in assessment is to check and measure, in the most objective way, the
students’ academic performance in our subject. A close metaphor to this perception is the judge of
a long-jump competition, whose job is to certify the validity of the jump and its distance.
In the case of teachers, the difficulty of the jump is set by the possible difficulty of those instruments
that check the academic performance, where the “handiest” is the exam. Moreover, the distance will
be a consequence of the student’s capacity or ability to “go further” –that is, giving better or worse
answers in the questions of the exam–, which will lead to a specific mark on his/her performance.
This perspective about our role in assessing students is usually useful if we think that the purpose of
assessment and qualifications is to establish a difference between better and mediocre students. It is
also useful if we believe that assessing means calculating a mark in the most objective and less
problematic way possible.
However, this situation could be presented with other terms.
Let’s use the same metaphor about the long jump and be, again, judges of the competition, where
athletes try to go as far as possible. Nevertheless, this time we will not be impartial judges because
we are not only judges, but we are also those athletes’ coaches. In fact, it is us –and not anyone else–
who judge those jumps, because it is part of the preparation and improvement process.
Consequently, we are not only supposed to give a green or a red flag, nor only certifying the reached
distance. Instead, we also have to value the quality of the jump and give instructions (that is, to
help) to the jumper about how s/he could improve, what s/he is doing wrong and, finally, which
would be his/her possibilities and limitations in the process of improving the jump.
It is obvious that this training process is not only done for the pleasure of doing exercise or using the
athletics track. It implies effort, hard work and aptitudes. In fact, it turns out there are some
minimums in relation to the style of the jump and to the distance reached. There is a point in
which the coach will say whether the athlete has surpassed the minimums to continue advancing in
his/her programme or, instead, whether s/he will have to redo some exercises; or maybe s/he will
decide that it is better that s/he gives up and does something else.
It is even possible that, in any desirable case, that the same coach, throughout this process, learns
about his/her own professional possibilities and limitations, about the value of his/her training
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programme, about the mistakes s/he will try not to make again and, finally, about new (and better)
ways of training and preparing.
Going back to the topic of assessing students, we can differentiate, at least, two different
perspectives in relation to conceiving and designing students’ assessment:
a. Assessment as a “full stop” on learning. That is, the purpose of assessment is different from
what we “normally” do in the classroom when we say we are teaching.
b. Assessment as a part of learning. That is, a process that, within other aspects, is also a part
of the intention that student learns. All in all, it is an opinion on something (the student’s
learning), in which as teachers are responsible for.
This unit is based on the second perspective, that is, it is based on the belief that assessment, apart
from being useful to grade students, is a part of our efforts to establish situations in which students
can learn.
3. ASSESSMENT AS A REFERENCE FOR THE STUDENT
We are currently living in times of reform and innovation in Secondary Education and, lots of us, as
teachers, are trying to introduce changes in our methodologies in the classroom. Through these, we
aim that students acquire certain types of learning and competences.
This way, in many cases, we are probably trying to go beyond “delivering a lesson and making
students take notes” and, most likely, we provide students with different activities inside and outside
the classroom. However, at a last resort,
if you aim to change students’ learning, change the way you assess that
learning.
(Brown et al. 1997, pg. 9)
In some conversations between teacher colleagues, in relation to the topic of assessment, when the
possibility of trying to design a model of assessing students whose focus goes beyond merely
checking if the students have remembered or acquired information arises, or the possibility of doing
an assessment that can help the student become aware of his/her possibilities and limitations is
presented, it is very likely that someone states, with an accusing tone, that “in the end, what the
student wants to know is whether what s/he does will influence his/her final mark; and, if it will not,
s/he does not care about that thing”. All in all, it is like while us teachers make an effort to propose
a more active teaching that involves the student, as well as some assessment methods that are
complex and varied, what ultimately interests the student the most is “passing” or “getting a good
mark”; and, in general, the least effort this process takes, the better.
It may be easier to understand the student’s perspective if the previous explanation is re-written,
changing the characters and part of the script:
In some conversations between university teacher colleagues, in relation to the topic of innovation,
when someone presents the possibility of trying to design and develop a way of teaching that is more
coherent and coordinated between the different subjects that make a course, as well as with a certain
systematic progression within courses, undertaking the necessary meetings, teamwork and
joint adjustment, it is very likely that someone states, with an accusing tone, that “all of this and the
time it implies… does this count for the teacher’s dedication?, or, maybe… does it have any kind of
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benefit for the professional career?”. All in all, it is like while the coordinator of innovation makes an
effort to propose a teaching model that is more coherent and has more quality, which, at the same
time from the collective discussion, will imply more professional development,
what ultimately interests the teacher is “how this invested time will be acknowledged as “working
hours”.
Just like it is absolutely reasonable that from the working position of a teacher work is contemplated
as an element with value of change, some way or another, it is also equally reasonable that from the
student’s perspective individual or collective work is equally contemplated from its value of change.
In other words, for the biggest percentage of students the importance and relevance of
learning is based on its importance and relevance it has on the assessment of his/her
performance and demonstration of learning.
EXAMPLE:
The teacher Bofarull plans his lessons from a participative point of view, based on the perspective of
developing his students’ communicative competences, skill to interchange ideas and approaches,
ability to give arguments, participate in debates and discussions. To do so, they use readings to be
discussed and the majority of the time of practical and discussion lessons are devoted to organised
discussions in small groups. However, assessment is exclusively focused on a final exam, whose aim
is to check the command of knowledge based on the students’ notes and readings.
From this methodology, many students may understand that, in fact, what is important is to study
their notes and readings and, therefore, even though the time they have spent doing debates,
discussions or participating may be more or less interesting, they lack meaningfulness when
facing assessment. Consequently, it is not as essential to prepare or attend those classes as to study
the readings at the most adequate time (probably before the exam).
In fact, we have an even better example to think about the value of what we assess and how we do
it in relation to the student’s learning. Let’s take as a reference the Teaching Guide. The logic of the
elaboration or design of the Teaching Guide for the teacher is the following:
FIRST: Which organisational / administrative characteristics does the subject have?
SECOND: Which are the contents, learning outcomes, competences and skills that students must
learn?
THIRD: Which could be the most appropriate methods?
FOURTH: Which resources will I use and how will I organise the time?
FIFTH: How will I assess the students’ learning?
However, the logic of the elaboration or design of the Teaching Guide for the student when s/he
reads it could perfectly be the following:
FIRST: Which organisational / administrative characteristics does the subject have?
SECOND: How will I be assessed, what do I need to pass?
THIRD: In relation to contents, objectives, competences, learning outcomes and skills that are
contemplated in assessment… what is the most important thing to pass?
FOURTH: Which is the best strategy?
• Is attendance compulsory?
• Are the practical parts difficult?
• Do I have to do lots of readings?
• Do we have to work in groups?
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Assessment is the most powerful tool teachers have to make an impact on how students face
classes and how they behave as students.
(Gibbs, G. 2003. Pg. 61.)
To conclude, the student will make a strategical use of his/her time and energy depending on the
perception he/she has about the demands of an assessment system.
It is possible to establish a difference between two general approaches in relation to the university
student’s learning:
a. Superficial learning: it is “imposed” by motivations that are extrinsic to the student (doing a
project, an exam, an oral presentation about topics the student is not interested in). Normally,
the student will make a minimal effort, what is essential to do the task. In the particular case of
exams (depending on the type of exam), it is required to memorise the most important or
relevant concepts. Normally, the students’ attention is focused on facts, pieces of information or
isolated principles, and students do not usually establish relationships between different
concepts. As Bain states about these students:
During lessons, students usually become superficial learners, who are never willing
to invest enough in themselves to profoundly understand a topic, since they are
afraid of making mistakes, and settle for getting by, for surviving. They usually draw
on memorisation and only try to reproduce what they have heard. (BAIN, K.
(2006): Lo
que
hacen
los
mejores
profesores
universitarios. Valencia: Publicacions de la Universitat de València. p. 52)
b. Profound learning: there is certain intrinsic motivation, based on the interest in what is being
worked on. There is an interest in understanding beyond memorising, information progressively
“fits” into the knowledge schemes and, furthermore, relationships are established between
previous and new knowledge. The type of activity that is required from the student, in relation
to this type of learning, is to establish relationships, to construct the own and relevant speech,
to creatively propose solutions to problems, etc.
These are, logically, two exclusive approaches. What does it depend on that a student is located on
one or another? This does not only depend on assessment. In fact, there are some other, even more,
decisive aspects: his/her initial motivation towards the subject, his/her previous knowledge and
training, the way of teaching, the activities proposed by the teacher, the schedule, etc. However,
undoubtedly, the assessment system also has an impact. For instance, an assessment that only
requires memorisation has great possibilities to lead the students towards a superficial learning.
Nevertheless, we could identify a third approach –more dependent on marks– which can be related
to the previous two. This could be called “interested” (in some occasions, it is called “strategical”
learning). In this case, motivation is determined by competitiveness (in this case, being more
advanced than the rest) and by the “need” to get the highest mark possible. To do so, the student
analyses and studies the requirements of assessment tasks and, regardless of his/her motivation
towards the subject, elaborates a strategy and the use of time and energy with the aim to getting the
highest mark possible.
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INCLUSIVE EDUCATION DIMENSIONS:
Towards a transformation of educational systems
Ignasi Puigdellívol
University of Barcelona
An authentic community is a group of individuals that have learnt to communicate between them with
honesty, whose relationships are more profound than their appearances and who have established a
meaningful commitment to “have fun together, cry together, enjoy each other and make the others’ situations
our own.”
Flyn, 1989. p.4
In inclusive communities, everyone’s gifts and talents are acknowledged, stimulated and used to the extent
possible. The reason why this happens is that every person is an important and valuable member, who has
responsibilities and a role to perform so as to support the other members. All of this helps promote selfesteem, pride because of achievements, mutual respect and sense of belonging to the group and personal
value within the members of the community.
Stainback, P. 23
“There are reasons to celebrate Clemenceau’s statement that says the war is too important to leave it to
generals. Not only the generals: too many other interests and areas are affected. In the same sense …/…
education such an impact on so many sectors to leave it to professional educators. And I am sure that the
majority of expert professionals would agree with me.”
Bruner, 1997, 52

1.

INTRODUCTION

Since the last decade of the last century, the term Inclusive Education has been
commonly used amongst those who work on education in all its aspects. What is more, it is
difficult to find educational laws that do not mention this concept. What is the reason for this
change, which practically coincides with the change of millennium?
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We are most likely not able to give an answer to this question since it would require
analysis that goes beyond this article’s purpose. However, we can enumerate 5 facts, which
are important and have influenced how inclusive education is understood nowadays. Before
going through these facts, I shall point out that the initial term from which inclusive
education arose is “Education for all” (EFA) since these will be used as synonyms throughout
this work.
One of the first reasons why the inclusive education (or education for all) movement
emerged is the difficulty that several international organisations (most particularly UNESCO
and UNICEF) encounter to help people worldwide who are within the schooling age to have
access to school. This problem especially affects countries with a lower socioeconomic
development. The decrease of illiteracy and guarantees of access to education were still
difficult challenges to overcome during the 90s decade. Nevertheless, this access difficulty
used to especially affect, and still does, the most vulnerable sectors of the
population: indigenous population, migrants and other cultural minorities, such as the
Roma. In addition, disabled people also had great difficulties to access education. In spite of
it all, and especially in certain geopolitical areas of the world, the largest group with
difficulties to access and remain in the educational system is constituted by women.
Even though this first reason especially affected those countries with lower
development rates, the second one affects all countries, including the European ones. We
are not making a reference to early drop-out rates: population who are from 18 to 24 years
old who, having passed secondary education (or not), do not carry on with their studies
through non-compulsory educational stages. That is, they do not enrol vocational training
nor university. In developing countries, the chance of these young people not finding a job
(or it being very precarious) is very high, just like the risk of social exclusion is (in the long
term).
Another reason, which is closely related to how the school works, is the rise of
diversity in our societies. This does not only refer to inter-cultural diversity but also to intracultural diversity. Value systems, individualisation (Beck, 1998), contrasted by the
appearance and the importance of multiple nets, access to information, etc. (Castells, 1998)
make the school break the homogeneity paradigm, which had characterised the school for
centuries. Nowadays, the educational task cannot be understood without combining the
difficult equilibrium between shared interests and personalisation. In today’s context, the
teacher cannot be understood as a knowledge supplier but as a knowledge mediator. This,
in fact, is not an easy task since we are used to a transmissive conceptualisation of
education.
As for the fourth reason, the failure of educational policies based on exclusion cannot
be forgotten. From the systems with separate classrooms for students who have been
diagnosed with educable mental retardation (Dunn, 1968), to the valuation of Special
Education Centres (Hicks-Monroe, 2011). In some educational systems, these centres
had precarious funding and, therefore, they became merely assistance centres. In other
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more developing countries, even though their funding is prioritised, several doubts arise
regarding their effectiveness. In addition, there are some initiatives that aim to prove that,
with the same resources, it would be possible to strengthen the students’ inclusion in regular
schools, achieving a common educational system for all, with higher quality. In fact, this is
the debate we are on at the moment.
Finally, we will mention the most important argument for inclusive education. This
one is related to ethics and human rights. From the Universal Declaration of Human Rights,
as well as from the subsequent Convention of the Rights of the Child, it can be stated that
inclusive education and the access to the regular educational system are rights that derive
from both of these declarations. However, this right is even more obvious and unappealable
in the Convention of the Rights of Persons with Disabilities.
We aim to clearly define what inclusive education is throughout these pages, trying
to establish, based on its principles, which practices move us towards real inclusion in
schools. Moreover, we shall revise the current concepts of ability and disability, due to the
fact that they condition our purpose as educators when we care for a child with a
disability. Afterwards, we will examine a key concept for inclusion and for adequately
establishing advising and support tasks at schools: the concept barriers for learning and
participation (BLP). In addition, keeping in mind that supports are universal (that is, they
benefit the whole group, universal design for learning proposals will be revised. To conclude,
with the purpose of not losing the perspective with which the school must work, references
to inclusion throughout life will be made.

2.

FOUNDATIONS OF INCLUSIVE EDUCATION

Based on the considerations that have been presented in the introduction, the
following important statement can be deducted: inclusive education is not a method, an
educational innovation, an educational proposal made by a research group from some
university nor any trend. Inclusive education is a new way of perceiving the new educational
reality starting from the school’s or educational centre’s commitment to embrace all
students, regardless of their personal or social conditions, guaranteeing a high-quality
education for every student. This requires significant transformations, which must be
undertaken by educational centres and systems.
There are different ways of defining inclusive education and, in fact, some are
confusing. The following definition, which is the one we will use, is provided by
an internationally acknowledged institution such as the UNESCO in its document Guidelines
for inclusion:
Inclusive education is a process that intends to give an answer to the students’ diversity by
increasing their participation and decreasing their exclusion from and within education. It is
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related to assistance, participation and achievements of all students, especially of those who,
because of several reasons, are excluded or at risk of being marginalised.
(UNESCO, 2009) p. 13

The movement towards inclusive education
The movement towards inclusion arose in 1990 in the context of the World
Conference on Education for All in Jomtien (Thailand), in which delegates from 155 countries
and the representatives of 150 organisations (both governmental and nongovernmental) agreed to a group of measures to make Primary Education accessible to all
children. As a consequence, illiteracy would be reduced before the end of that decade. From
all the goals that were established, the following must be mentioned:
• To universalise access to learning;
• To promote equity;
• To pay urgent attention to learning outcomes;
• To widen means and reach of basic education;
• To improve learning environments;
• And, finally, to strengthen the concentration of alliances before the year 2000.
Four years later, another conference was held in Salamanca (Spain), which was
specifically focused on people with disabilities: World Conference on Special Needs
Education:
Access
and
Quality.
This
conference
had
300 participants,
including representatives of 92 governments and 25 international organisations. The
conference concluded with the renowned Declaration of Salamanca, which states the
following intentions in its section number two:
We believe and state that:
• All children of both genders have the fundamental right to education and that they must be given

the opportunity to reach and maintain an acceptable level of knowledge,
• Every child has characteristics, interests, capacities and needs regarding learning, which are their
own,
• Educational systems must be designed, and programmes must be applied in a way that they take
into account the whole range of different characteristics and needs,
• People with special educational needs must have access to regular schools, which will have to
integrate them in a pedagogy focused on the child, which is able to meet their needs. Regular schools
with this integrative approach are the most effective mean to overcome discriminatory attitudes, to
create reception communities, to build an integrating society and to achieve education for all.
Moreover, they supply an effective education to most children and improve efficiency and, all in
all, the relationship between expenses and efficacy of all educational systems1.
(UNESCO & MEC, 1994) pp. 8-9

These meetings have been followed since that moment by the design of extension
plans of education, which are not always obeyed. These can be consulted in the websites of
UNESCO2 and UNICEF3. As far as I am concerned, the importance of the conferences that
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have been mentioned so far does not lay on their achievements (which there are, even
though they are less than it was proposed) but on the coverage and the legal support they
provide to those who stand up for inclusion (teachers, families and organisations) in those
countries who signed these declarations, which, therefore, makes their respective
governments start inclusive educational policies.
From integration to inclusion?
Despite the fact that both processes tend to be related, little has inclusion, as a
movement, to do with what the movement for integration was – and, therefore, it is not its
evolution. On the one hand, the origins of inclusive education are related to a global
overview of educational systems and of their transformation possibilities. On the other hand,
those who were working for integration (in Spain during the decades of the 70s and the
80s) were focused on the schooling of students with disabilities and on their possibilities of
having access to regular schools. In conclusion, the movement did not imply a transformation
of the system.
The time both movements started is different: the topic integration
was internationally heard from the 50s, whereas the inclusion movement arose in the 90s.
Furthermore, the addressees of both movements are also different: whilst educational
integration is focused on the schooling of students with special educational needs (SEN), the
inclusion movement increases the outreach to the whole population, paying special
attention to people who are at risk of exclusion or of structural failing4 in the educational
system.
INTEGRATION
INCLUSION
The 1950s and 1960s
The 1990s
Developing countries, who have Universal: avoiding having to
resources and support structures in transpose models. The own cultural
their educational systems
models
and
resources
are
considered in each place
ADDRESSEES
Students with disabilities and with Students who belong to vulnerable
special educational needs
groups, who are at risk of
being excluded from the educational
system
APPROACHES /
•
The focus is placed on the •
The focus is placed on the
POSTULATES
individual and on his/her adaptation institution or educational centre
possibilities
itself
•
Compensatory action and •
Transformation of the
adaptive measures
centre and the classroom dynamics
•
(Curricular) adaptation
•
Integrated support
•
Individualised plans
Figure 1: Main differences between the integration and inclusion movements.
ORIGINS
OUTREACH
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From the intervention postulates perspective, integration is adaptive (which
implied looking for supports with which students with SEN or disabilities could have access
to the current curriculum in the respective centres, through the most normalised way
possible. In this context, individualised support to students stood out amongst other actions.
Moreover, the elaboration of curricular adaptations defined the methodology with
which the “fitting” of these students in regular schools was guaranteed. On the other hand,
the first objective of every inclusion process is to determine which changes must be
undertaken in the educational centre so as to make sure it has the necessary conditions
to attend to all students. When Tony Booth and Mel Aiscow mention barriers for learning
and participation, they are precisely referring to this analysis, which has to allow the centre
to make progress on its transformation process to become more inclusive. (Booth &
Ainscow, 2002a). It is in the centre itself, in its own organisation and curriculum, where these
barriers (which hinder learning and participation of any student or group of students) must
be detected. Support to certain students only makes sense if it is provided simultaneously or
after these analyses and reduction of barriers has been done. This representation can be
seen in Figure 1.
Inclusion and quality education
A current discussion topic within the movement for inclusive education is the
conjugation of quality and equity goals, which are goals that belong to inclusive schools. We
have previously mentioned many and important arguments that justify inclusion. However,
inclusion, if it aims to achieve its aims, cannot omit its effects on educational quality. In fact,
the last international conferences stress this topic.
The quality of education is related to many aspects. Unquestionably, amongst the
important purposes of schools is to promote social cohesion. In addition, it is obvious that
avoiding the exclusion of individuals and groups from the regular educational system is a
requirement to promote social cohesion. All students benefit from living together with the
real society and from learning to build relationships with people who are different, some of
them with disabilities.
Nevertheless, it is also true that the school’s specific function is to promote the
students’ learning. In this sense, it is important to reflect on the impact of inclusive education
on learning –not only of the most vulnerable students but of all students of the educational
centre. To this regard, it must be admitted that there are not conclusive and homogeneous
results, even though the ones that are available allow us to get to some conclusions. An
important revision of research on academic performance on inclusive schools has been done
by the Social Science Research Unit del Institute of Education from the University of
London (Kalambouka, Farrell, Dyson, & Kaplan, 2005). It provides the following data:
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From the 40 pieces of research that have been revised, the 53% have neutral results (no
improvement nor worsening of the global performance can be seen), the 23% have detected
a positive impact (performance has been improved) and only the 15% have found a negative
impact.
Quoted by (UNESCO, 2009) (p. 50)

A more recent research carried out in 615 Catalan schools shows similar results. This
investigation overcame the limitations of many previous ones since it was not based on the
number of students with disabilities attending the centres. Instead, it measured their degree
of inclusion through an ad hoc questionnaire, which had been adequately validated.
However, in spite of it, the correlation between the degree of inclusion and the academic
performance of their students (Generalitat de Catalunya exams on Year 6) was not
significative (Sabando, 2016).
Results like the ones that have just been mentioned do not authorise us to suppose
a positive direct effect of inclusive processes in educational quality, understood as an
improvement of academic performance. Nonetheless, if we take into account that the
majority of studies (even considering the complexity of inclusion) have not detected
significative differences and that the relevant 23% of the investigations show an
improvement on the students’ global performance, it is possible to conclude that inclusion
and academic performance are compatible. Undoubtedly, it is necessary to pay special
attention the 15% of studies that indicate that inclusion has a negative effect on the
academic performance, so as to identify the causes and to improve inclusive practices.

3.

ABILITY AND DISABILITY

One of the greatest barriers that hinder inclusion is, without doubt, made up from
prejudices on certain sectors of society, as well as on their school success expectations. The
own concept that we have of disability can be one of these prejudices, especially when we
overuse an explanation related to a deficit, that is, we use the deficit to explain or justify
limitations that are not consequences of this deficit.
In fact, ability and disability are complementary terms, not antagonistic, as they are
normally understood even within specialised literature; the contrary or ability would be
inability. Pablo del Río, one of the experts on Vygotsky’s work in Spain, pointed out that
“disability is the universal attribute of our species” (Del Río, 1998), making a reference to the
interdependence that every culture generates between its members, in which nobody is
completely self-sufficient to cover his/her needs (which does not occur with other animal
species). However, in our ambit, and more specifically in the special education, disability has
been traditionally understood as an “individual attribute”, with very little relation with
the environment and even less with culture. Consequently, this does not allow us to perceive
the strong social connotation of the concept disability and its perverse social function when
it makes us see as “natural phenomena” what actually only are demonstrations of
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margination
and
inequality. For
instance,
the
attribution of
mental
retardation of socially disadvantaged populations or the justification of segregated
environments for these people.
For us, as educators, it is very important to differentiate between what is “deficit”
and what is “disability” in any child and in any person. I highlight this difference due to the
fact that it allows us to see clearly the importance of our educational task, what is specific of
our pedagogical action and the great degree of commitment it implies since with our
decisions we can contribute to radically change people’s lives.
We understand a deficit as the limitation or privation of some faculty or
function. Normally, a deficit is more static and permanent. For example, the lack of sight is
clearly a deficit which, in some way, conditions the person’s life and his/her adaptation to
the environment. As far as we are concerned, many types of blindness are very difficult to
correct. However, when we talk about a disability, we are referring to an obstacle or an
impediment. They are limitations related to our interaction with the environment, which can
derive from a deficit but most importantly from other personal and social determinants. As a
consequence, this concept has a more dynamic nature. A good friend has been blind since
he was 5 years old. He has worked on the radio and, with some confrontations, in
responsibility charges in the National Blind Spanish Organisation (ONCE). In addition, he has
collaborated with different universities as a lecturer. He is retired now but he is perfectly
able to communicate through social media. He still works on the radio, as a hobby, and is a
member of a choir and other civil associations. Without any doubt, he has a deficit which can
be compared to any other blind person since childhood. But, what about his disability? As
far as I am concerned, his disability is very reduced due to the fact that, be it because of his
personality or because of the environment he has developed within, he has been able to
overcome most of the barriers that his blindness could impose. Therefore, he has a desirable
social inclusion. This example can be applied to any disability: any person, presenting any
deficit, who has avoided over-protection, who has had a good education and who has been
able to develop in an inclusive family and school environments, will have his/her
disability reduced. As a consequence, we can conclude that disability is closely related to the
conditions from the environment. Therefore, it is surmountable to a large extent as long as
these conditions are favourable. The social component of a disability is enormous and,
consequently, there is where the role of professionals of education can be played.
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Figure 2: Deficit, disability and educational action.

Our intervention in the educational field is not focused on the deficit, despite the fact
that the interaction between deficit and disability is extraordinarily dynamic and, in many
occasions, it is practically impossible to establish a clear difference. The aim of our job is not
that a child with Down syndrome is no longer affected by that syndrome, or that a blind child
gets his/her sight back. The aim of our job as educators is to reduce the disability that can
arise from those limitations, which is closely related to the education process these children
follow (see figure 2). The educational action we undertake with these students must be
based on two main principles: to embrace deficit, helping the student with his/her selfawareness process and to explore his/her aptitudes and accept his/her limitations; and to
reduce disability, fostering those aptitudes and abilities that can be developed through his
learning process.

4.

OVERCOMING BARRIERS

From all that has been presented so far, it can be deduced that inclusion brings us a
new way of conceptualising the educational reality and of understanding the dynamic nature
of learning difficulties, whether they are caused by a disability or not. Under no
circumstances can they be understood as mere attributes of the students. Instead, they are
the result of their interactions with the environment –in our case, the school
environment. Therefore, the identification and suppression of barriers for learning and
participation that can be detected in educational centres is the first effective action to help
students with difficulties, disabilities or belonging to other vulnerable groups. Based on the
concept of Both and Ainscow, we have proposed a BLP classification, which takes into
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account beliefs and attitudes as well as practices and actions that limit inclusion processes,
due to the fact that they hinder the presence, participation and achievements of students.
This can be appreciated in figure 3.

Figure 3: Classification of Barriers for Learning and Participation.

Attitudinal barriers are very important and also responsible for many resistances put
up for inclusion (Gaad & Khan, 2007; Zinsser, Denham, Curby, & Shewark, 2015). They go
from commiseration or feeling sorry for the student and its situation (which can immobilise
or disrupt the relationship between the student and the teacher), to the intentions to divert
the student (the specialist should take care of this!), unfounded prejudices (if the child with
cerebral palsy speaks so bad, he will probably also have a mental disability). Within this
group, we shall highlight those attitudinal barriers related to expectations. We know that
educators’ and family’s expectations’ regarding the student’s progress possibilities have a
clear influence on their self-image and on their academic achievements (Dyson, 2003; Kelly
& Norwich, 2004).
Didactic barriers refer to the ones originated by the use of certain
methodologies, which accentuate some
students’
limitations
instead
of
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helping them overcome them. Normally, these are barriers that affect all students, even
though they do not have any disability. Believing in homogeneity and that all children
can learn the same contents at the same level and at the same time is, unfortunately, more
common than we think. In addition, those barriers that derive from not valuing learning in
assessment (even though it is stated) but other characteristics, such as the students’
submissiveness, their manners or their physical appearance, which is an evidence of
the hidden curriculum. Moreover, the use of unisensory methods in which oral explanations
usually prevail, when the 80% of the students has a visual preference for learning, is also a
didactic barrier. Finally, non-critical adaptations are those adaptations from the
curriculum designed for students who are behind at school because of social motives but do
not have any intellectual limitation. These are based on the simple reduction of learning
outcomes or learning levels, instead of looking for the means to accelerate their
learning (Pitcock & Seidel, 2015; Ross, Smith, Casey, & Slavin, 1995), which is what they
really need so as to decrease the difference between their level and their peers’.
Social and cultural barriers also have an attitudinal nature but they are usually based
on the environment. Amongst them, we shall highlight prejudices against nonacademical families from which, mistakenly, it is not expected that they can effectively
collaborate in the educational process of their children. Another barrier that should be
mention is the naturalisation of exclusion when it is accepted that, as a part of “nature of
things”, children with disabilities or other problems have to be schooled in special centres,
where they will supposedly receive an education that is “more adequate” to their needs.
Finally, organisational barriers refer to the ways of organising and managing the
school which hinder the students’ participation and learning. For instance, some types of
grouping. Nowadays, grouping students by their level is still a frequent practice, especially in
secondary education, despite the fact that all research available repeatedly shows that it is
a highly detrimental measure for the most vulnerable students, as well as the fact that it
does not provide any meaningful benefits to students with a higher level (Braddock & Slavin,
1992; Garrett & Hong, 2015; Macqueen, 2013).
To conclude, from an inclusive perspective, one of the first actions to be undertaken
by a centre that wants to improve its degree of inclusion is precisely the analysis of the BLP
that it has. The Index for Inclusion from Both and Ainscow can help to do this task since it is
an ordered and wide ensemble of indicators to analyse any educational centre (Booth &
Ainscow, 2002b). Correcting these barriers will, without a doubt, be an improvement for the
whole centre and will also reduce the needs for individual support.
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5.
SUPPORTS FROM THE UNIVERSAL DESIGN FOR
LEARNING PERSPECTIVE
From an inclusive perspective, educational support is a key aspect of school
organisation and practices, with four basic characteristics. First of all, it becomes
a component that is intrinsically linked to the educational centre’s regular activity, instead of
a group of added actions, which are destined to certain students, without a big
influence on the rest of students or the centre as a whole. Secondly, educational support is
mediated, to the extent possible, by the support to the students’ teacher, in the form of
orientation and collaborative work. Thirdly, educational support implies that when the
student requires direct support, support resources are directed to him/her, not the other way
around. That is, the tendency is to provide supports inside the classroom, avoiding the fact
that the student has to leave the classroom to receive them. Finally, the fourth characteristic
is the implication of different agents in the educational support. In accordance with it, no
specialist is considered the only provider of support since the support that the student needs
can be provided by different agents, from his/her peers to his/her family and the
community (Puigdellívol, Molina, Sabando, Gómez-Zepeda, & Petreñas, 2017).
Planning for all
There is a tool that can help educational support become a part of the daily reality of
the centre: Universal Design for Learning (UDL). Initially, this was not a pedagogical
proposal since it was originated in the field or architecture and, more specifically, as a result
of the efforts that have been made since 1970 to design environments that can be used by
any person without any need to be subsequently adapted to a specific addressee (Alba
Pastor, 2016). The UDL aims to break the dichotomy between people with and without any
disability, understanding human capacities as a continuum in which we can all be located.
That does not imply denying disabilities but understanding them as a concept that is
basically social: depending on how the context in which people develop is, disabilities
increase or decrease.
Transferring this to education, if we plan our teaching action following the principles
of UDL, we will have an instrument that is versatile to provide an answer to the needs of all
students, with or without any disability. To do so, there are three main principles, which are
considered fundamental:
▪
Representation: avoiding unisensory representations of concepts that will be
worked. If we have multiple forms of representation (verbal, images, videos, material that
can be touched or manipulated, or even the representation using the own body), we are
facilitating learning for everyone but, moreover, we are preventing that certain people with
disabilities are deprived of the basic information with which we are working. At this point,
and even though these are not essential, technological supports are of great help.
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Expression: nowadays, more importance is attributed to the student’s expression in
learning processes. By using it, students progressively interiorise what they are learning, and,
in addition, it is the basis of peer interaction. On the other hand, the students’ expression
allows us to capture and assess their progress. Therefore, providing multiple ways of
expression is a key principle of the UDL, due to the fact that each student has his/her own
means and strategies. The typical exam based on asking questions and providing answers is
only one of the multiple ways of expression and assessment. Many contents can be assessed
even better by drawing, filling in blank spaces on a map, or giving short oral presentations.
Let’s think about the impact this may have on a dyslexic student: of course, s/he will
encounter difficulties and limitations in those tasks are related to language. However, is it
fair that his/her difficulties do not let him/her get good marks in natural or social sciences?
If a written exam is, we use to assess him/her, his/her marks will also be low in these areas,
even though s/he has excellent aptitudes. Nonetheless, if we diversify assessment methods,
s/he will be able to stand out in those areas for which s/he has good aptitudes.
▪
Implication: maybe this principle should be the first one since it is fundamentally
related to the student’s attribution of sense to what s/he is learning, which brings all topics
related to motivation and interests. We could say that implication is the energy we need to
learn and. In fact, it has been demonstrated that when someone is highly motivated to carry
out any task, the sugar supply to the brain is increased. Consequently, any sense of fatigue
disappears. However, after finishing the task –if it has been long and constant, fatigue
reappears as a consequence of the effort that has been made.
▪

In fact, the UDL goes beyond planning, and it implies a truly inclusive approach when
promoting teaching strategies which give an answer to the students’ diversity, just like it is
already happening in the field of architecture and urbanism (and to a large extent in
the area of information and communication technologies). Apart from the educational
applications, the UDL has a psychological (Meyer, Rose, & Gordon, 2014) and neurological
basis (CAST, 2018). We have only been able to explain an approximation of the basic
structure of the UDL. As a consequence, we advise readers who are interested to consult
the Spanish work done by Carmen Alba Pastor (Alba Pastor, 2016), or the original document
in English carried out by the Center for Applied Special Technology (origins of Universal
Design for Learning5 in 1984).
When learning levels are very different
Something that tends to be worrying for teachers is the differences between the
students’ levels, which can be intensified when there is a student with an intellectual
disability in the class group. They are especially worrying because they can really scatter the
teachers’ work and, consequently, reduce their attention to the diversity of students that
can be in any other class group. On this matter, it is important to think that students’
implication or interest on topics that are worked is essential for the adequate functioning in
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any class. However, this does not mean that they are all achieving it at the same level. Then,
it is possible to share contents and activities, respecting the different levels at the same time
what we stimulate and accelerate the learning of those students with difficulties instead of
adapting ourselves to their level.
Behind this methodological approach is the idea that learning does not respond to
the “all or nothing” law. Instead, there is a progression from contextual learning, which
implies familiarity but not command, to functional learning, which implies command and
mastery. Everything that we have learnt can be located in this progression, from learning to
read to knowing what electricity is. It is obvious that have a good command of reading: we
have done a functional learning of it. However, even though it is true that we know what
electricity is, most of us have a contextual knowledge of it: very likely, we know that it is
produced from certain waves, that direct current is different from alternating current, that
it is a type of energy that can be produced by different types of centrals, that it allows the
functioning of electronic devices, etc. To conclude, we show familiarity with what electricity
is, and capacity to associate it with certain phenomena and devices. Nevertheless, we show
very little precision to state that we have a good command of the topic. We would not feel
comfortable if someone gave us chalk and a blackboard and asked us to precisely explain
what electricity is. Contextual knowledge is not as precise as functional knowledge, even
though it is extraordinarily useful to comprehend the environment. All of us have a very
contextual knowledge about what the majority of the devices surrounding us are and how
they work: a halogen lightbulb, a microwave oven, a computer, a TV or the engine of any
car.
If we are able to understand the structure of what we teach, we will be able to
identify those concepts that Jean Collicott calls underlying: those that are essential in order
to have a global vision of what we aim to teach (Collicott, 2000), even if they are about the
Roman Empire or about basic statistics notions. From this point, activities that are not
individual and that require different types of tasks can be carried out in groups despite the
different levels that exist amongst students. Developing them in heterogeneous groups
allows sharing contents in an environment in which students with a higher level will enrich
the knowledge of the group as a whole, even though, as it often happens in a learning
situation, each student will reach a different comprehension level.
On the other hand, the clear visualisation of concepts to be worked and the
underlying ones allows us to do something very important: to have a pretty clear idea of
what we can expect from a student with an intellectual disability, that is, of what s/he has to
learn. Probably, we will have to carefully choose those concepts that s/he has to learn so as
to have a clear vision, even though it is less detailed than his/her peers’. This way, we are
aware of his/her progress, avoiding the unfair feeling that a student is not making any
progress (always as a result of comparing him/her to his/her peers), as well as the feeling
that our efforts are in vain. The previous consideration of the underlying concepts of each
topic, as well as their selection, if necessary, allows us to assess the progress of the student
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with more objectivity, and to realise that learning progresses, sometimes surprising, are a
result of our effort.
As we have mentioned before, educational support is an intrinsic part of the
organisation of an inclusive centre. Support actions are initially universal, despite the fact
that their concretion can be differentiated for those students who need complementary or
more intensive supports. Therefore, we will describe some ways to provide support that
affect the organisation of the centre and, as a consequence, benefit all students.
Grouping students
Grouping students is essential for an inclusive school, apart from being a current topic
given the resistance, still present in many centres, to accept the diversity of heterogeneous
groups. Indeed, the tendency to organise students in homogeneous groups (or level
grouping) is still very high in Spain. It has different names: A/B/C groups, level groups, flexible
groups… All three cases have the same grouping criteria: putting in the same group those
students who have a similar learning level. Group A would be the one with the highest level,
whereas group C would have those students with a lower level, with learning difficulties and
often with behavioural issues.
In a strict sense, flexible grouping can also be applied to those heterogeneous groups
that mix students even from different ages to, for instance, do some workshops. However,
what is generally understood when using that term refers to grouping students by their
learning level in some areas of the curriculum.
However, all pieces of research available on these practices conclude that they are
clearly detrimental to students with a lower learning level, getting them even further from
their peers. In addition, studies show these practices do not show meaningful benefits for
students with a higher learning level (Garrett & Hong, 2015; Macqueen, 2013). In fact, these
investigations, as well as practical verifications, have made certain countries elaborate a law
that bans these types of grouping, such as Finland 6. G. Lindasy recently provided us with a
revision of the most meaningful and current pieces of research on this topic, which she
concluded with the same statement in defence of heterogeneous grouping because of its
effects on all students (Lindsay, 2007).
Because of his, it is very surprising that today many educational
centres, especially Secondary Education ones, still consider grouping students by their
learning levels, when research that is so far available shows their detrimental effects. Indeed,
it is more surprising that these measures are described as a way of “diversity
awareness” (Petreñas, Jardí, & Puigdellívol, In press).
Support inside the classroom
When we determine which students need complementary support (which their peers
cannot necessarily take advantage of), the first way of providing it is inside the classroom.
This implies that both the class teacher and the support teacher, which we have called the
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special education teacher (SEP) (Gómez-Zepeda, Petreñas, Sabando, & Puigdellívol, 2017),
coordinate their action. It is very insufficient that the SEP enters the classroom and sits next
to the student who needs support. It is necessary that s/he adopts a co-teaching role, by
supporting the class teacher and being available to take care of the specific needs the
student may have but nothing else (Solis, Vaughn, Swanson, & Mcculley, 2012; Stivers,
2008). From this perspective, there are several organisation forms that facilitate working
together:
▪
Splitting the group: the class is separated into two heterogeneous groups. The split
can be done in two different ways. On the one hand, the class can be split into two groups
to do the same activity. Consequently, the support teacher and the class teacher each take
care of one group inside the same classroom. On the other hand, the group can be split so
as to undertake activities, different or the same, in separated spaces. For example, when half
the group goes to do Physical Education, the other half remains in the classroom to work on
instrumental areas. Since the teacher has fewer students, splitting the group allows us to
dive a more personalised attention, which is especially useful in the case of students
with more learning difficulties.
▪
Heterogeneous grouping with additional support: in this case, the class group is not
split. Instead, the support teacher comes in the classroom to work with the class teacher so
as to, together, be able to give an answer to those students with difficulties and the group
in general.
▪
Heterogeneous grouping with additional external support: some centres decide to
apply this measure, which implies the incorporation of volunteers (relatives, university
students, members of the community, etc.) to work together with the teacher inside the
classroom. In this case, more than two adults can work in the classroom in tasks to support
learning. In addition, external volunteering enriches students’ learning, especially of those
who belong to socially vulnerable groups since they become aware of the fact that the school
appreciates and values their culture. Moreover, they realise that meaningful people from
their social and cultural environment value the activities carried out in the educational
centre because they are implicated in the said formative activities (Vieira, 2010).
In some cases, it is convenient to increase the time for learning, as long as the student wants
to, so as to accelerate his/her learning and to reduce the differences that locate him/her far
from his/her peers. In these occasions, it is contemplated:
▪
Extension of the time for learning: There are different ways of extending the time for
learning for those students who desire it (Fox, Farrell, & Davis, 2004; Jardí, Puigdellívol,
Sabando, & Gómez-Zepeda, 2018; Takala, 2007). Amongst them, there are tutorised libraries
which provide support for students after the school journey inside the own school; there are
different types of “clubs”, which certain days of the week offer the possibility of students
remaining in the school after the school journey to do their homework, assisted by the help
of teachers or volunteers; support offered after the school journey by other
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institutions (Jardí et al., 2018); support during the summer holidays, provided by those
centres which during the month of July offer support for those students who need it, with
the participation of volunteers and teachers, etc.
Therefore, it can be appreciated that these types of organisation imply a wide an integrated
vision of support. It is wide because they believe that support is not strictly related to a
professional profile. Instead, it can be provided by different figures, starting from the
student’s peers. It is integrated because its general aim is to provide as many supports inside
the classroom and as a part of natural learning situations, in close collaboration with the
class teachers.

6.

COMMUNITY AND INCLUSION

Inclusion is not a process that ends in school. On the contrary, an authentic inclusive
education requires social complicity, which arises when educational centres are open to their
environment. Beyond this consideration, inclusive education cannot be conceived as an
exclusive element of the educational system. An authentic inclusive education requires
educational policies that guarantee its continuity, from the first years to adult years. Having
inclusive educational policies only for Early Years and Primary Education makes little sense if
in Secondary Education we are forced to segregate students from the educational system.
Therefore, countries that really want to make their educational systems inclusive
must foresee the whole process, adopting measures so that inclusion is present from the first
years to the work transition plans and ways of adult life with as much autonomy as possible.
On this matter, we must understand the recent decree by the Government of Catalonia From
inclusive education to an inclusive educational system (Generalitat-de-Catalunya, 2015).
The importance of families’ participation
Pieces of research done so far show the influence of the participation of families, as
well as their harmony with educational centres, on overcoming school dropout and progress
of students with disabilities. Investigations on the implication of families on the activities and
dynamics of educational centres prove this influence (Collins, Maccoby, Steinberg,
Hetherington, & Bornstein, 2000; Cosden, Morrison, Gutierrez, & Brown, 2004; Murray &
Greenberg, 2006). Other investigations have studied this influence from the perspective of
a specific learning, such as reading (Evans, Fox, Cremaso, & McKinnon, 2004), or from a wider
approach, making reference to any social group’s knowledge basis (McIntyre, Kyle, &
Rightmyer, 2005) and to the implication of families and the benefits it implies (Flecha, 2009;
Mello, 2009).
J.L. Álvarez’s study shows that the Spanish families’ low level of participation
decreased as their children’s schooling level increases: 37% in Early Years, 20% in Primary
Education and only 4% in vocational training (Álvarez, 1999). Three of the proposals derived
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from this study are related to what is being discussed in this paper: the need to promote
cooperation with families; engaging in conjoined actions, such as discussion groups; as well
as the ampliation of what the author calls the “alliance between families and schools in
community environments”.
In an investigation that we were able to carry out at an European level (INCLUD-ED,
2012), the importance of the harmony between schools and families was highlighted
by interviewees from different countries at all educational levels. However, the degree and
forms of families’ participation in the functioning of centres differed a lot from each
other. Early Years and Primary Education centres tended to be more open to the
participation of families and, in some cases, of the community. On this matter, the naturality
with which they invited families to directly observe activities inside the classroom stood out.
In Primary Education centres, practices such as inviting relatives of immigrant students to
talk about their origins or about their culture were mentioned. In other occasions, forms of
collaboration were more ambitious since centres offered families a more intensive
participation, which allowed them to make effective decisions on the functioning of the
centre or to volunteer in classes and extra-curricular activities. These collaborations were
positively valued by both families and teachers.
To conclude, it is possible to state that the participation of families and the
community is one of the keys to the success of inclusion but not only inclusion. In fact, many
studies (which we have previously mentioned) show a clear relationship between families’
implication and the students’ academic success, without making any explicit reference to
inclusive centres. However, achieving good levels of participation is not always an easy task,
as many teachers and family members could confirm. Furthermore, in this sense, there are
some interesting investigations available on how to achieve their participation. For example,
some families are not sure about the quality or interest that their contributions may have,
due to the negative self-perception of their own academical level (Power & Clark, 2000),
which is often affected by the prejudices of some professionals against non-academical
families (Westergard & Galloway, 2004).
Secondary and higher education
As we have already pointed out, any inclusive process is in serious risk if the other
social spaces and areas are not implicated in the inclusive processes we have already
described. With the aim of establishing a relationship between the said areas, we will make
a difference between the ones which are related to these students’ learning continuity and
personal realisation, and the ones that complete the social inclusion process, parallelly with
the school.
Any inclusive process would end if there were no continuity processes after the
school. Consequently, it is very important to not only talk about inclusive education but also
about social inclusion, in its widest sense. Therefore, within the same educational system, it
is necessary to guarantee that all students, without any exclusion, can participate in all
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studies in the most normalised way throughout compulsory education. We are aware of the
fact that in secondary education is where more difficulties arise, because curricular and
organisational
complexity increases.
In
addition,
secondary
education
teachers generally have little training on the topic. However, it is important to take into
consideration the inclusive possibilities and actions that can be developed in secondary
education, as well as the importance they have in the inclusion process of those students
who belong to vulnerable groups, including students with disabilities (Puigdellívol,
2007). Academic performance of immigrant students provided by PISA assessment about
15-year-old students from OCDE countries clearly show social inequalities: immigrant
students get 58 points less than local students. In Spain, according to 2007 data provided by
the Ministry of Education, immigrant students get 55 points less than local students. In some
communities, this difference is incremented up to 70 points (El Khayat, 2011). This is proof
that inequalities are reproduced, putting to risk the whole educational system; a system with
many resources but that does not get to significantly reduce the impact of social
inequalities. As a consequence, there is a barrier does not allow these population groups to
access university in comparable conditions to the rest of the population.
In relation to people with disabilities, there are good practices, which are
fortunately quite extended through Spanish universities, such as support programmes for
students with disabilities7. Even though not all universities have these services or support
programmes, they are present in many of them and, especially, in the most important ones.
For more information on this topic, the document about the relationship between services
and programmes, by Isabel Sancho Alonso in the dossier University and Disability, published
by Imserso in collaboration with the Real Patronato sobre Discapacidad (Sancho Alonso,
2006), can be consulted. Nevertheless, it is about actions that benefit a very limited amount
of people with disabilities since most of them, even though their disability does not
affect them at a cognitive level, do not tend to have access to post-secondary education,
and much less to universities.
Access to the labour market
With reference to the access of people with disabilities to the labour market, the
Spanish National Institute of Statistics provides us with some data from 2008 to be taken
into account:
•

The 66,5% of people in the working age who have disabilities were legally
acknowledged as inactive. As a comparison, the percentage of the inactive population of
people without any disability was the 25,1%.
•
The unemployment rate for people with disabilities was the 16,3%, which is higher
than people without any disability (11,3%). The unemployment rate for women was 4,8
points higher than men.
•
The 28,0% of people with a disability certificate in 2008 were employed. The 86,8%
of them were salaried, three-quarters of which had an indefinite contract.
- 197 -

Teacher Trainers’ Training on the Competence-based approach.
•

The 90,5% of people with a disability certificate who are in the working age
and receive a pension were inactive. As for those who do not receive any pension, the
percentage was reduced to the 41,6%.
(I.N.E., 2010)8 (p. 1)

The previous data, both related to the access of disadvantaged social groups to higher
education and to the employment of people with disabilities, show the difficulty of
transferring inclusive educational policies to the ambit of social inclusion (and both things,
social and educational inclusion, cannot be separated if we analyse the inclusion
phenomena. These are data that show the need to increase those actions that aim to
facilitate inclusion in several areas, beyond the school, if we aim to overcome social
inequalities.
However, the life and social integration of people with disabilities goes beyond work
and training. Inclusion is an approach that can and should approach every mechanism of
participation that people have as citizens. And, at this point, we should consider the
participation in social and political life, including the different types of social, leisure, sports
organisation, etc. To a large extent, this participation is mediated by accessibility. Indeed,
when cities facilitate everyone’s mobility, inclusion to different activities can take
place. However, beyond these measures related to physical accessibility, it is essential to
have social awareness, linked to everyone’s right to belong to the community, so as to break
those barriers that hinder it. To conclude, inclusive education goes beyond educational plans
and actions since it works to build societies that are more fair and respectful of everyone’s
rights. All in all, it works towards an authentic social cohesion.
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Resource. Activity 4. Self-reflection Competence. Personal
Development Plan (PDP, worksheet)
Personal Development Plan
Part 1: Personal Analysis
List your top five skills/strengths
(things you do well)

List five priority interests
(e.g. cooking, reading, social media)

•
•
•
•
•

•
•
•
•
•

List the five values most important to you
(e.g. trust)

List five priority wants
(e.g. increased salary, more time to read)

•
•
•
•
•

•
•
•
•
•

List your five areas that need the most
improvement

List five most important priorities to you at this
current time

•
•
•
•
•

•
•
•
•
•

Part 2: Setting Goals
What do I want to What do I have to What support and How will I measure
learn?
do?
resources will I
success?
need?
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Part 3: Personal Objectives
Short Term Goals (next 12 months):

Medium Term Goals (next 2-3 years):

Long Term Goals (beyond 3 years):
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Resource. Ethical Commitment Competence. Multiculturalism. De
Sousa.
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Resource. Ethical Commitment Competence. Professional ethics for
primary and secondary school (PEPSS)
Professional ethics for primary and secondary school
I. Patriotic and law-abiding. Love the motherland, love the people, support the leadership of the
Communist Party of China and support socialism. Fully implement the national education policy,
conscientiously abide by educational laws and regulations, and fulfil the rights of teachers'
duties and duties in accordance with the law. No words or deeds that run counter to the principles
and policies of the Party and the state shall be allowed.
II. To be passionate in one ś work and devote wholeheartedly to work. Be loyal to the cause of
people’s education, cherish a career ambition, be diligent and dedicated, willing to be a human ladder
and willing to contribute. To be highly responsible for the work, serious preparation for classes,
serious correction of homework, serious guidance of students. Cannot be perfunctory.
III. Caring for students. Care and love all students, respect students' personality, and treat students
equally and fairly. Be strict and compassionate to the students. Be the teachers and friends to the
students. Protect students' safety, care for students' health and safeguard students' rights and
interests. Do not sarcastic, ironic or, discriminate students. No corporal punishment or disguised
corporal punishment on students.
IV. Teach and educate. Follow the law of education and implement quality education. Follow the
good and induce, teach indefatigably, teach according to one's aptitude. Cultivate students' good
behaviour, stimulate students' spirit of innovation and promote students' all-round development. Do
not use score as the sole criterion for evaluating students.
V. Be a good example for student. Stick to noble sentiment, know honour and shame, be strict with
yourself, and set an example. Well dressed, well-mannered, well-mannered. Care for the collective,
unity and cooperation, respect colleagues, respect parents. Honest and integrity. Consciously resist
paid tutoring, do not use their position to seek personal gain.
VI. Lifelong learning. Advocate the scientific spirit, establish the concept of lifelong learning, broaden
the knowledge vision, and update the knowledge structure. Concentrate on the professional work,
explore and innovate, constantly improve professional literacy and education and teaching level.

- 211 -

Teacher Trainers’ Training on the Competence-based approach.

Resource. Ethical Commitment Competence. Teachers Law of the
People's Republic of China (TLPRC)
All Chinese citizens, who abide by the Constitution and laws, take a keen interest in education, have
sound ideological and moral character, possess a record of formal schooling as stipulated in this
Law or have passed the national teachers' qualification examinations, have educational and
teaching ability may, after being evaluated as qualified, obtain qualifications for teachers.
Article 11 To obtain qualifications for teachers, corresponding records of formal schooling are
required as follows:（l）to obtain qualifications for a teacher in a kindergarten, one shall be a
graduate of an infant normal school or upwards；（2）to obtain qualifications for a teacher in a
primary school, one shall be a graduate of a secondary normal school or upwards；（3）to obtain
qualifications for a teacher in a junior middle school, or a teacher for general knowledge courses and
specialized courses in a primary vocational school，one shall be a graduate of a specialized higher
normal school, or other colleges or universities with two of three years' schooling or upwards；（
4）to obtain qualifications for a teacher in a senior middle school, or a teacher for general knowledge
courses and specialized courses in a secondary vocational school, technical school or a vocational
high school, one shall be a graduate of a normal college or other colleges or universities with
four years' schooling or upwards, the corresponding record of formal schooling for the
qualifications of instructors who give guidance to students' fieldwork at secondary vocational
schools, technical schools or vocational high schools shall be prescribed by the administrative
department of education under the State Council；（5）to obtain qualifications for a teacher in an
institution of higher learning, one shall be a postgraduate or university graduate；（6）to obtain
qualifications for a teacher for adult education, one shall be a graduate respectively of an institution
of higher learning, a secondary school or upwards depending on the level and category of the
adult education.
Citizens who, without the records of formal schooling for teachers' qualifications as stipulated in this
law, apply for teachers' qualifications must pass the national teachers' qualification examinations.
The national teachers’ qualifications examination system shall be prescribed by the State Council.
。Article 12 The administrative department of education under the State Council shall work out
transition measures on qualifications for teachers who, before the enforcement of this Law, have
been teaching at schools or other institutions of education, but do not have the record of formal
schooling as stipulated in this Law.
。Article 13 The qualifications for teachers in primary and middle schools shall be evaluated and
approved by the administrative departments of education under the local people’s governments at
or above the county level. The qualifications for teachers in secondary vocational schools and
technical schools shall be evaluated and approved by the relevant competent departments, under
the auspices of the administrative departments of education under the local people's
governments at or above the county level. The qualifications for teachers of regular institutions of
higher education shall be evaluated and approved by the administrative departments of education
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under the State Council, or of provinces, autonomous regions, or municipalities directly under the
Central Government, or by schools authorized by such departments. If a citizen who possesses a
record of formal schooling as stipulated in this Law, or who has passed the national teachers'
qualification examinations, requests the departments concerned to evaluate and approve his
qualifications for teachers, the departments concerned shall give evaluation and approval in
accordance with the requirements provided for in this Law. Those with qualifications for teachers
who are for the first time appointed as teachers shall undergo a probation period.
Article 14 Those who have been deprived of political rights or subjected to fixed-term imprisonment
or even more severe punishment for intentional crime shall not be allowed to obtain qualifications
for teachers; and those who have already obtained qualifications for teachers shall forfeit such
qualifications.
Article 15. Graduates of normal schools at various levels shall be engaged in education and teaching
in accordance with the relevant provisions of the State. The State shall encourage graduates of nonnormal schools of higher learning to teach at primary and secondary schools or vocational schools.
Article 16The State shall institute a system of professional titles for teachers. The specific measures
shall be worked out by the State Council.
Article 17 Schools and other institutions of education shall gradually institute a system of
appointment for teachers. Appointment of teachers shall be based on the principle of equality
between both parties. The school and the teacher shall sign an appointment contract defining each
other's rights, obligations and responsibilities. Steps and measures for implementing the
appointment system for teachers shall be formulated by the administrative department of education
under the State Council.
Chapter IV
Cultivation and Training
Article 18 People’s governments at various levels and the departments concerned shall make a
success of normal school education and adopt measures to encourage outstanding youth to study at
normal schools at various levels. Schools for teachers' advanced studies at different levels shall
undertake the task of training teachers for primary and secondary schools. On-normal schools shall
undertake the task of cultivating and training primary and secondary school teachers. Students of
normal schools at various levels shall enjoy professional scholarships.
。Article 19The administrative departments of education under the people's governments
at various levels, the departments in charge of school affairs and the schools shall work out teachers’
training programmes and conduct various forms of ideological, political and professional training
among teachers.
。Article 20 State organs, enterprises, institutions and other social organizations shall provide
convenience and assistance to teachers in their social investigation and social practice.
。Article 21 People’s governments at various levels shall adopt measures to cultivate and train
teachers for regions inhabited by national minorities and for outlying and poverty-stricken areas.
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Chapter V Assessment
Article 22. Schools or other institutions of education shall conduct assessment of teachers' political
awareness and ideological level, professional qualifications, attitude towards work and their
Performances, the administrative departments of education shall guide and supervise the
assessment work for teachers.
。Article 23Assessment shall be conducted in an objective, fair and accurate manner and in the
process of assessment, opinions from teachers themselves, their colleagues and students shall be
taken into full consideration.
。Article 24 The assessment results shall be the basis for teachers' appointment and Pay rise as well
as rewards and punishments.
Chapter VI Material Benefits
Article 25Teachers' average salary shall not be lower or shall be higher than that of State public
servants and shall be gradually raised. A regular system for promotion and pay rise shall be
established, and the specific measures therefor shall be formulated by the State Council.
Article 26Teachers of primary and secondary schools and vocational schools shall enjoy allowances
commensurate with the length of their teaching and other allowances，and the specific measures
therefor shall be formulated by the administrative department of education under the State Council
in conjunction with the departments concerned.
。Article 27 Local people’s governments at various levels shall grant subsidies to teachers and
graduates from secondary vocational schools or from schools at higher levels who engage themselves
in education and teaching in regions inhabited by national minorities or in outlying and Povertystricken areas.
Article 28 Local people’s governments at various levels and the departments concerned under the
State Council shall give priority and preferential treatment to the construction，renting and sale of
houses for teachers in urban areas. People's governments at the county and township levels shall
provide conveniences for primary and secondary school teachers in rural areas in solving the housing
problems.
Article 29 Teachers shall enjoy equal treatment in medical care as the State public servants in the
localities. They shall be given regular health check-ups and shall enjoy rest and recuperation holidays
arranged in the light of local conditions. Medical institutions shall provide conveniences in medical
care for teachers in the localities.
。Article 30 After retirement or quitting work, teachers shall enjoy the material benefits as
prescribed by the State. Local people’s governments at or above the county level may appropriately
raise the ratio of pensions for the retired primary and secondary school teachers who have long been
engaged in education and teaching.
Article 31 People’s governments at various levels shall adopt measures to improve the material
benefits of teachers who are paid, with subsidies from the State, by the collective, gradually making
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sure that such teachers receive equal pay for equal work with teachers who are paid by the State.
The specific measures therefor shall be formulated by the local people's governments at various
levels in the light of their actual local conditions.
。Article 32 The material benefits of teachers at schools run by different sectors of the society shall
be determined and guaranteed by the sponsors themselves.
Chapter VII Rewards
Article 33 Teachers who have achieved excellent results in education and teaching. In the training of
personnel, and in scientific research, educational reform, school development, social services and
work-study programmes shall be commended and awarded by the schools which they belong to.
Teachers who have made outstanding contributions shall be commended and awarded by the State
Council, the local People's governments at various levels and the relevant departments under them.
Teachers who have made major contributions shall be conferred honorary titles in accordance with
relevant provisions of the State.
Article 34 The State shall encourage and support social organizations and individuals to donate
money to foundations established according to law for awarding teachers.
Chapter VIII Legal Liability
Article 35 Anyone who insults or assaults a teacher shall be given an administrative sanction or
penalty depending on the different circumstances；those who have caused losses or injury shall be
ordered to compensate for the losses；and if the circumstances are serious enough to constitute a
crime, the offender shall be investigated for criminal responsibility according to law.
Article 36 Anyone who retaliates against the teachers who have made complaints, charges
against or exposures of, any organization or individual in accordance with the law shall be ordered
by his or her unit or by the authorities at a higher level to make a rectification, if the circumstances
are serious, the offender may be given an administrative sanction in the right of the actual
conditions. State functionaries who retaliate against teachers. if the case constitutes a crime, shall
he have investigated for criminal responsibility in accordance with the provisions of Article 46 of the
Criminal Law.
Article 37 Teachers involved in any of the following circumstances shall be given administrative
sanctions or dismissed by their schools, other institu1ions of education or administrative
departments of education:。(1) intentionally not accomplishing educational and teaching tasks
and thus causing losses to educational and teaching work;(2) imposing corporal punishments on
students and refusing to mend their way after being criticized;(3) having improper conduct and
insulting students, thus making very bad impressions. Teachers who are involved in any of the
circumstances specified in item (2) or (3) of the preceding paragraph, if the circumstances are serious
enough to constitute a crime, shall be investigated for criminal responsibility according to law.
Article 38 The local people's governments shall order anyone who, in violation of the provisions of
this Law, defaults on paying teachers’ salaries or infringes upon other legitimate rights and interests
of teachers, to make a rectification within a specified time limit. Anyone who violates the State's
financial and accounting rules and regulations, misappropriates the State's funds allocated for
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education, seriously hampers the work of education and teaching, defaults on paying teachers'
salaries and impairs their legitimate rights and interests, shall be ordered by the authorities at a
higher level to return the misappropriated funds within a specified time limit, and those who are held
directly responsible shall be given administrative sanctions; and if the circumstances are serious
enough to constitute a crime, the offenders shall be investigated for criminal responsibility according
to law.
Article 39 Teachers whose legitimate rights and interests are infringed upon by schools or other
institutions of education or who are not satisfied with the settlement made by schools or other
institutions of education may appeal to the administrative departments of education. The
administrative departments of education shall deal with the matter within 30 days from receipt of
the appeal. Teachers who hold that the administrative departments concerned under the local
people's governments have infringed upon the rights they shall enjoy under this Law may appeal to
the people's governments at the corresponding levels or to the departments concerned under
the people's governments at the next higher levels. The departments concerned under the people's
governments at the corresponding levels or the departments concerned under the people’s
governments at the next higher levels shall deal with the appeals.
Chapter IX Supplementary provisions
Article 40 The meanings of the following expressions as used in this Law are: (1) "Schools of various
levels and categories" refer to the schools that carry out pre-school education, regular primary
education, regular secondary education, vocational education, regular higher education, special
education or adult education.(2) "Other institutions of education" refer to children's palaces,
local teaching and research sections and institutions that conduct audio-visual education.(3)
"Primary and secondary school teachers" refer to teachers working in kindergartens, institutions of
special education, regular primary and secondary schools, institutions of primary and secondary
education for adults, secondary vocational schools and other institutions of education.
Article 41 The relevant provisions of this Law may be applied mutatis mutandis in the light of the
actual conditions to the educational and teaching assistants of schools or other institutions of
education, as well as teachers and the educational and teaching assistants of schools of other
categories. Relevant regulations governing the teachers and the educational and teaching assistants
of colleges and schools of the Army shall be formulated by the Central Military Commission on the
basis of this Law.
Article 42 The measures for the employment of foreign teachers shall be formulated by the
administrative department of education under the State Council.
Article 43 This law shall come into effect as of January 1, 1994.
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Reading. Ethical Commitment Competence. Moral, Ethycs and Values:
A Framework of reference for teacher education.
MORALS, ETHYCS AND VALUES:
A FRAMEWORK OF REFERENCE FOR TEACHER EDUCATION

1. Morals, ethics and values.
As human societies emerge and evolve, spontaneously, some beliefs and habits crystalize as
a good way of behaving; on the same process boundaries of behavior are also defined, which
configures what is and what is not forbidden. Such process is the basis of social structuring and in
time constitutes a corpus that installs the realm of morals, which articulates a set of values that
regulate personal and social interaction. Human beings cannot abstain from conduct and fulfill
their lives without taking an evaluative stance towards day-to-day situations and life overall
considered. In result of this a personal structured set of values ought to be elaborated.
Values can be defined as beliefs stemming from structural qualities arising from a tension
between a subject and an object (Frondizi, 1977); as such they may incarnate in objects, attitudes,
behaviours and situations, which are considered suitable and/or desirable and therefore valuable.
This is the case for a statue, which starting by being nothing more than a block a marble received
an aesthetic value from an artist, an action which expresses courage, as well as an attitude which
reveals “Constantia”, or a situation where we can recognize peace as a balance between the
conditions allowed by a society for attaining the satisfaction needs, interests and desires and the
people’s expectations (Rummel, 1981).
Some values, like health could be defined in a fairly simple way, others, more complex –
namely freedom, happiness, love, peace, dignity, equality, justice, etc.– cannot be completely
exhausted as to its meanings. This is demonstrated by the fact that, for example, the display of
the sense of the value of freedom has, like all others, evolved over time and it still goes on
evolving, with no fixed limit. In the course of History, new notes come to be introduced and,
naturally, the complexity of the attributed sense bursts, hues, while the problematicity intrinsic
to the value expands.
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Values are intensively and extensively unlimited. One cannot exhaust, completely, the
meaning of a higher value as well as there is not possible to produce a complete and definitive
list of values (Cabanas, 1989). To propose a fixed list of values would represent an audacity that
could be taken as an attack on human creativity, since it arbitrarily limits the possibility of creating
new values. It should also be added that the achievement of a higher value is not likely to be
possibly attained. Who could achieve absolute freedom or absolute happiness? The framework
of our human limitations does not allow us to experience an absolute level of complex values.
An abstract setting of a personal universe of values according to the knowledge that a human
being can have of them. In this case, a certain group can be defined as the constellation of
personal values (this corresponds to those that we could say are known and a given subject also
has, personally, knowledge of them); the second group corresponds to the values that are known
within certain sociocultural contexts, but may not be known by certain individuals that integrate
it; finally, the third group would correspond to the subuniverse of those values that may still come
into existence, depending on human creativity.
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For all our lifespan we experience processes of learning and developing, however the contexts amplify and
differ, they get specialised and may even be mutually contradictory. Through primary socialisation the child
absorbs information, knowledge, attitudes, behaviours and values as by osmosis, either by simply watching or
by hearing what meaningful people suggest, recommend or impose. This means that, substantially, morals are
at this phase tacitly assumed; however, it could also be fixed in a written form and disseminated by interaction,
indoctrination, the media or propaganda.
As persons reach the formal operatory cognitive stage their competence to reasoning allows them to start
questioning the meanings and reasons given (or not) to the socially active moral elements. At this phase they
enter the Ethics level, which implies, for instance, to personally assume a value after a personal process of
inquiring and justification. Such process could be spontaneous (a personal reflection about a lived experience)1,
could stem out from a daily situation one has to face (a conflict arose during a classroom activity), or brought
forth in more or less formal contexts (interpellative activities set to induce reflection or a lecture on an ethical
issue).
In its complexity values can constitute a constellation of interrelated values. Dignity, for instance, which
could be considered a core value, once it establishes being worthy of values, thus stating the ground for
humanity’s status, refers to several other values it presupposes (Vd. Figure 2), namely it relates directly to
respect. It is implied that it claims directly for respect as a condition of recognizing to be entitled of value.
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Figure 2: Dignity and respect constellation of presupposed values (Source: Cherterfield Royal Hospital)

Naturally, different people can have different proposals for understanding of the same value. In the case of
dignity we can also have the following option:

- 220 -

Teacher Trainers’ Training on the Competence-based approach.

compassion
love

equal rights

appreciate

understanding

each other

dignity

respect

caring

tolerance

courage

being

charity

recognized
standing tall

Figure 3: Dignity constellation adapted from JRH Supporting

Values have certain intrinsic characteristics. They require a hierarchical organization and are, commonly,
polarized. Besides the lower are more pressing, while the higher level has a stronger demand for absolutisn. This
last issue is fairly understandable: one can not pass for a long time without food, shelter and security, but dignity,
truth and justice present us a challenge of an ideal horizon of absolutism. As Cabanas (1988) stresses, values are
rationally absolute and existentially relative, which means by addressing them we enter under a tension for
reconciling this double facet – the absolute and the relative (Patrício, 1993)
When we consider two (or more) values we feel coerced to, somehow, set them in a superiority/inferiority
relationship, i.e., one over the other. If we give the same level to two different values we enter into an antinomy,
meaning we have two counterpoints equally valid, corresponding to a dilemma, which would block our reasoning
and acting. At this point we must recognize that it is also common for humans to face dilemmas, sometimes they
get out of them, precisely, by introducing a hierarchy between the conflicting values that they were not able to
devise until then. This could result from a process of clarification of the meaning of the considered values.
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However, in some cases one can not decide as much as one tries, perhaps because the situation is so complex
that it requires considering more factors that can unbalance the plates in order to have a ground for deciding. In
fact, human situations are often complex and claim for complex ways of reasoning.
Values’ polarization is easy to understand. Referring to justice one is supposing also injustice, the same for
equality and inequality, respect and disrespect, inclusion and exclusion. But in the case of freedom we can
oppose at least captivity, restriction and dependence. As we see polarization already establishes a hierarchy, but
in this case between values and, so to speak, counter-values. Values refer to positive characteristics that should
guide our life; counter-values are quite the opposite: they have a negative nature or have no value at all, thus
they should be discarded. One can say that values confer a positive development to a person or situation, while
counter-values have a detrimental effect on human development or to a situation. It thus becomes clear that
values are intrinsical to education.
2. Values and education.
The priority purpose of education is the person. In fact, education must correspond to the inescapable
challenge of the transformation of the individual in person (Boavida & Amado, 2006b). In education it does not
matter to get only this or that capacity out of the individual, this or that ability. If skill serves prudence, above
both is the moral formation, the last and most important of all, that consummates the human destiny of being
rational and free. That is to say that, educationally, one must point to something higher, endowed with integrity,
dignity and consequently an ontological status. In any case, it results that if we abstract from subjectivity, which
incarnates in the person, education ceases to have meaning.
In our view, this means that the priority of education is to promote the emergence and affirmation of the
person, since, as Gil (2003) points out, education refers essentially to a proposal of humanization that, through
values, is likely to achieve the fullness of the person. The person is, in fact, an obligatory referent of human
educability. Carvalho (2001, 22) clearly states that the problematic of the person “imposes itself in a transversal
way and inherent in the essence and purpose of education. That is to say, it is a problematic that, being
anthropological, is also ontological if we look at it from the point of view of the nature of education.” Nor could
it be otherwise if, as Boavida (2005, 12) notices “The person is the ultimate determinant and referential of my
nature. My person gives to my nature what I am, what it specifies to me, what others perceive and by which they
recognize me.” The individual, as an individual substance of a rational nature, combines within himself the sistere,
which nature determines, with the existere, relative to what manifests in a particular way in each individual and
by existence is formed. Character will then appear to specify the person, as a way of being by which the
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person appropriates existence, because, it belongs to the person a margin of freedom to dispose of itself and to
be responsible about itself, in his or hers relation with the others. Character, referring to the foundational
rationality of moral content, required by the person, will be the referent to assess the attitudes and recognize
the order or constancy that characterizes a subject. Therefore, the educative and the uneducative can also be
appreciated in relation to the impact that a certain context could have on the character of the person.
Let us then assume, in principle, that “if the person is, above all, the very project of realization of man,
education is, above all, the project of realization of the person" (Carvalho, 2001, 22). Consequently, it is
inescapable to present a clarification, to the best of our ability, of what it means to be a person and the role
education must assume regarding its nature.
For Patrício, the personological plan is the highest and ultimate, because only in it the dignity of the person
it appears, “as a conscious and untradeable value” (1993, 60). Hence education essentially consists of a process
of personalization. “To educate is to transform in person; to educate oneself is to make oneself a human person,
and to develop in oneself the human person one seminally is. Man is not born as a formed person, rather as a
person to form and, strictly speaking, as a person to be self- formed” (Patrício, 1993, 141). That is, “the
educational process is configured as a process of personification”, meaning a process of “continuous construction
of the individual in person” (Carvalho, 2001, 23). As such the individual is to be considered as the limited being,
determined by natural laws, while the person is to be understood as “continuous transcendence about itself”
(Carvalho, 2001, 22). We can therefore point out that “the person constructs, from nature, a singular being; is a
singular way of having and living nature” (Boavida, 2005, 12), which to attain its one fulfillment must to
continually projects he or herself by reference to an axiological universe.
As a consequence, it seems clear that educating has to be a process of giving value and valuing the learner.
This is to provide access to values, the captation of the meaning and the hierarchy of ends, as well as the capacity
to understand the universality and apodictic principles. Assuming that it is by education, as an irreplaceable
mediator of a bio-psycho-social process of development, that the person acquires the axiological structuring that
characterizes it (Boavida, 2000).
In fact, it is the person’s preferences that continually (re)structure and (re)define he or her, as such, into
personal originality (Patrício, 1993). A person emerges by opening to values, through capturing, cherishing and
realizing them. The person, who comes to be the spiritual center of acts and decisions, requires a conscience, for
it is the consciousness that shows the values and orders the acts in relation to a responsibility. The person is the
individual who has reached the ethical character, insofar as freedom allows him or her to assume or not value as
a main personal determinant (Cabanas, 1998, 37). In fact, personality itself requires as a possibility condition of
- 223 -

Teacher Trainers’ Training on the Competence-based approach.
the participation in the ontological and axiological worlds. So, as Gervilla (2002) teaches, values are undoubtedly
constitutive elements of personality.
This question requires us to consider two issues.
The first of these concerns the fact that we see that it is the openness to values that, in turn, opens the
possibility for the human to define the ends of existence and its meaning, claiming by what deserves to be
realized and rejecting which does not have such value. To live is, in this sense, to discover, confront and embody
values in existence. According to Gervilla (2003), it is for this reason that we have to defend a pedagogy of effort
and the capacity for sacrifice. Even because effort itself is a value in close connection with sacrifice. In fact, value
is what we are willing to achieve by sacrificing something. It involves the “voluntary act of renouncing a value for
another qualitatively superior” (Gervilla, 2003, 100). That is to say, a hierarchy of values will always be implied. It
is because of this that, for example, the sacrifice of hedonism is justified in favour of something higher, as it will
be the case for social and humanizing values.
It is true that without values and a volitional disposition to achieve them through effort, there can be no
existential tension. Now, our way of existing necessarily feeds on the axiological tension, which means privileging
the achievement of the finalistic and superior values over the instrumental lower ones. All life consists in this
battle between “ what is worth less and what is worth more” (Gervilla, 2003, 103). Once all acting, by which we
seek fulfillment, requires an effort of various nature: muscular, emotional, intellectual and ethical, among
others... Hence we must recognize the necessity of a pedagogy of effort, because “the ‘being’ is given to us by
nature, but the ‘ought to be’ must be conquered through formation, for we are born humane but not humanized,
sociable but not socialized, with the possibility of being happy and free, but not win possession of happiness and
freedom. We learn to be human by incorporating values into our existence” (Gervilla, 2003, 104). Therefore, as
all education is referred to values, humans are to be considered axiological beings. Man is always a bearer of
values and can not exist in the total lack of values, since this corresponds “to the very death of man, education
and society” (Gervilla, 2002, 8). And yet, in our present society, it seems difficult to differentiate values of the
anti-values, championing the affirmation of the lower values such as hedonism and consumerism. In the context
of today's affluent society, it is not seen that renouncing effort means vitiation in violence against oneself, as is
the case of consumerism (Gervilla, 2003). To escape the alienation, resulting from the lack of passions’ control
and the inability to circumvent artificial needs, which do not lead to greater development or happiness, we must
dedicate ourselves to these achievements of effort, which are autonomy and freedom.
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The second important concern relates to the evidence that it is also through education that values
conditional to consummate the humanity in each one of us, implies the consummation of an openness to values,
meaning an “axiologization of the human person” (de la Pienda, ap. Cabanas, 1998, 266). Education can not
abstain from coping with this challenge, because, in what defines identity more specifically, we also find
ourselves becoming a person by incorporating values as unifiers of what the person is throughout his or her life
course. To educate is to humanize by the incorporation of values that assist the self-making personal.
By values, one transcends the constraints of the past and the present and frees oneself by projecting into
perfectibility -a primary purpose of education- which corresponds to becoming more valuable. The person is
formed by assuming values, arises with values and grows with the growth of values themselves (Cabanas, 1998).
It is in their path that consciousness and spirituality progress, and it is through the process of expanding the
capacity to grasp values’ meanings and integrate them in a way of being that personalities are enriched, variegate
and deepen. The construction of the human consists in such growth. When education is ordered to
anthropological perfection, it does so by taking the incorporation of values as a perfective and expansive
ascension of the personality, which is enriched by the incorporation of values, especially the most fundamental
and higher values. Maturity is thus achieved through the integration of consciousness around a network of
values, which give meaning to the person in his or her existence.
Education is oriented towards perfectibility, as an eminently axiological appeal directed to the educand to
be better, because, precisely, it must correspond to the same appeal that is proper to every person to cherish:
“The educands wants to learn and want to be as possible who he or her feel they can be, who they feel they were
born to be. This deep will, residing in the center of each person's centre, is an axiological force, axiologically
ordered and fired. The person recognizes himself as a value. That is why she only wants, she only envisages, she
only ordains, she only tends for what is valuable. The will to learn and the will to be of the educand –the educand
person- is the will of value: of the value that the self is, of the value that the self gives to what is given to him or
her, of the value that the self gives to what he or her perform and achieves. It is the appeal of value that runs
through the entire interiority of human being: value calls, within this depth, for its realization. It is the meaning
we see in Goethe's famous sentence: be who you are. This imperative is an appeal: it is the call to be. It is within
this vocation that all vocations are given; it is within this appeal that destinally resonate all appeals that arise and
urge within the interior depth of a human being” (Patrício, 1993, 305). Now, if the person affirms him or herself
as a vocational axiological structure, education must correspond to it if it wants to address personal fulfilment.
As such, it is centrally a matter of an ethical appeal, in the sense in which, Good represents the axiological core.
The central purpose of these reflections suggests that we should also consider here the counterpoint to the
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axioligization process pointed out. As Quintana Cabanas (1998) also shows, on the opposite plane, that of the
lack of meanings (only resulting from the integration of values and consequent appreciations), we have
disorientation, disintegration, emptying, spiritual imbalance and suffering. Vertigo and emptiness, then, await
those who empty themselves of values, or elevate within themselves lower values, assuming attitudes that vote
them for the pursuit of immediate pleasure, selfish desire to dominate, arrogance, hedonism, materialism,
pragmatism and arbitrariness ... To deny or reject a higher value or a valuable reality corresponds, to a great
extent, to a diminishing and emptying process. The ideal internal unity of the subject depends on his or hers
ability to integrate the values and take an orientation that demands the free and conscious sacrifice of immediate
satisfaction to the inferior in order to search for the realization of the superior. In everything that humans
conquer always appear as mediators freedom, effort and sacrifice for delivering what is worthy. Education can
not fail to be shaped in the same way. As Alain has pointed out, “there is no experience that raises a man more
than the discovery of a superior pleasure, which he would have always ignored had he not first employed a little
effort” (ap., Laia, 2004, 170).
Fundamentally, education is obliged to note that “human purpose describes a tension between freedom
and value” (Méndez, ap. Cabanas, 1998, 440). And it must dedicate itself to motivating personal axiologization,
considering that any incorporation of an anti-value, or the surrender of the personality to the inferior, degrades
and disintegrates, because it compromises the tension between what the person is and what can and should be.
Thus, education must aim to provide, in the context of indispensable freedom to the axiological incorporation,
the rational, critical and personal election of values. In this way, perhaps, it can guide the attainment of possible
happiness, by incorporating the goods that bear the main values, and to encourage the hope of approaching the
ultimate goal of human life, which continually shifts from what is conquered. We refer to the ideal happiness,
the fullness of perfectibility, the satisfaction and fulfillment, the correlative promise to the personal purification
that Plato evokes, by heroically closing his Republic (621d): “we shall be happy.” Although, in our human case, as
an “im-perfect” beings that we are, happiness must arise referring to the interweaving of suffering from failure,
through which we humans discover ourselves authentic but, at the same time, endlessly, unsatisfied (Neves,
2004). What, in our view, does not mean that we can not taste happiness, even if in an ever evanescent way, in
the achievements that we attain by continuing projecting ourselves (Rojas, 2004).
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We end this section with a synthetic critical note. The act that, through the denial of values, the instilling of
anti-values or the traffic of values, betrays the person, encloses the person in a form of degradation and
axiological heteronomy should be considered as deeply uneducative.

3. Ethics, deontology and education
Ethics refers to values, implies freedom, consciousness, commitment and responsibility, therefore it always
becomes normative concerning the rectitude of human acts. When we draw on the explanation of such notions
and groundings we unfold general ethical considerations regarding common everyday life issues. Although, there
are very specific fields of our lives, namely those pertaining professional activities, which are very complex and
demanding. In this case we face issues, sometimes, utmost technical, in the sense that they suppose the
mastering of high rank or complex and specialized knowledge. For this situations we can call for an ethical
application or specialization that, in the case of professional subjects, can be presented as a ramification of
branches from Ethics, while it does not lose its unicity, or General Ethics (Figure 4).

Ethics
General Ethics

special field

international

profession

economics

education

medicine

journalism

advocay

relations

Figure 4: Scheme for Ethics subdivisions

In the above presented cases, when a precise set of duties and rights is defined, Ethics is commonly
designated by “Deontology”, precisely because the word comes from the Greek “δέον”, or “deon”, meaning
“obligation” or “duty”. So the professional becomes bonded to the duties or obligations, while
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entitled to specific rights, some general, other proper of the occupation. In Annexes I and II, we have respectively
the “Teachers Law of the People's Republic of China” (1993) and the “Professional ethics for primary and
secondary school” (2008).
4. Ethics, deontology and education
If we must admit the unicity of Ethics it does not mean that there can not be several alternative perspectives
of its nature. We can devise two major types of ethical theory, the teleological and the deontological. The former
pointing to an end (in Greek, telos) and the last pointing to duty.
Within teleological ethics are found almost all the most known moral positions. They share the principle of
referring to a value that constitutes the ultimate goal of practical life for grounding ethical norms and the
evaluation of ethical acts. But there may be discrepancies about the chosen end taken for reference.
Regarding the most ancient and renown teleological Ethics, we must consider the on from Aristoteles (384
B.C.-323 B.C.). “Aristoteles begins with his teleological assumption that all actions aim at a good. For human
actions, he argues, this good is happiness (eudaimonia), the only end we pursue entirely for its own sake. We
gain happiness through “activity in accordance with virtue”: rationally-guided actions done with excellence over
a complete life. Moral virtues involve actions, desires, and feelings. We attain moral virtue by habitually choosing
moderate actions that are neither “too much” nor “too little” for us.” (Gensler, Spurgin & Swindal, 2004, 240) On
the other end, John Stuart Mill (1806-1873), argues that the values of an act are determined by its consequences,
namely whether it maximizes happiness, following the principle of utility. “By happiness is intended pleasure and
the absence of pain; by unhappiness, pain and the privation of pleasure. Pleasure, and freedom from pain, are
the only things desirable as ends; and all desirable things are desirable either for the pleasure inherent in
themselves, or as means to the promotion of pleasure and the prevention of pain. “ (Gensler, Spurgin & Swindal,
2004, 196).
Deontological ethics reject the teleological argument of searching happiness to determine the goodness of
an ethical act. Immanuel Kant (1724-1804) “believed in an objective right and wrong based on reason. We should
do the right thing just because it is right—and not because it promotes our desires or self-interest. We know
what is right, not by relying on moral intuitions or facts about the world, but by reasoning about what we can
consistently will.” (Gensler, Spurgin & Swindal, 2004, 153). In this case, Kant asks for a categorical principle to
rule our ethical behavior. Recognizing that rational beings, on the contrary to things, are persons because it is in
their nature to be ends in themselves and not means, the maxim the ethical Categorical Imperative must be “Act
as to treat humanity, whether in
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your own person or in that of any other, in every case as an end in itself, never only as means.” (Gensler, Spurgin
& Swindal, 2004, 155).
The Ethics based on the Golden Rule can, somehow, be reduced to the Kantian perspective. On the other
hand, virtue ethics and consequentialisms can, somehow, be reduced, respectively, to the Aristotelian
perspective or the Mill’s stance. But of course, we can found many other perspectives: supernaturalism (referring
to God’s rules), Intuitionism, Emotivism, Existentialism, Relativism. The Ethics of Care, which rely on empathy,
state that “we act rightly or permissibly if our actions express or exhibit an attitude/motive of caring toward
others” (Slote, 2007, 10), which is the contrary of an attitude of indifference or hostility. Moreover caring involve
an emotional/motivational sensitivity to others, in a way that we understand justice as a whole in terms of caring.
It could seem that such kind of ethics is consequentialist, however, on relying on empathy, the disposition to
essay assuming others condition and the situation we come close to the Golden Rule ethics.
All these perspectives can be admissible and useful, however we have to notice that human existence is
teleological, as education itself, once we can not admit an education without a goal, otherwise how could we say
education was achieved? How could we assess it? Besides, the deontological ethics, even when relying on
principles or imperatives, they do not deviate from the Golden Rule nor from the teleological purpose: “Every
art and every investigation, and likewise every practical pursuit or undertaking, seems to aim at some good:
hence it has been well said that the Good is that at which all things aim. […]If therefore among the ends at which
our actions aim there be one which we will for its own sake, while we will the others only for the sake of this,
and if we do not choose everything for the sake of something else which would obviously result in a
process ad infinitum, so that all desire would be futile and vain, it is clear that this one ultimate End must be the
Good, and indeed the Supreme Good.” (Nicomachean Ethics, I, 1,2). Besides, searching for Good and the Golden
Rule are not incompatible, rather they are complementary, as they can also cohabit with the deontological
perspective. The main problem of the deontological ethics based on categorical imperatives, is that they seem
to ignore values. But how could we ignore values? Moreover, when we think about the virtues implied by the
teleological ethics we see they get down to values. Virtue, while being an acquired disposition to do good, can
refer to: politeness, fidelity, prudence, temperance, courage, justice, generosity, compassion, mercy, gratitude,
humility, simplicity, tolerance, purity, sweetness, good faith, humor and love (Comte-Sponville, 1999). However,
it has also to be noticed that to follow virtues claims for a sense of commitment and duty. We would say that
imperatives and Golden Rules are like compasses for staying on the path of duty, virtues are guiding habits relying
on values, while values are the stars that guide us through life.
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5. An analysis of the “Teachers Law of the People's Republic of China (TLPRC) (1993)” and the “Professional
ethics for primary and secondary school (PEPSC) (2008)”
An analysis of the above mentioned Laws has been undertaken considering as main categories the
deontological subject, which came to be subdivided into two subcategories: rights and duties (Vd. Figure 5 to
Figure 11).
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Figure 5: TLPRC schema of social rights
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Figura 6: TLPRC schema of professional rights
- 232 -

Teacher Trainers’ Training on the Competence-based approach.

abide the
Constituion and

developing
socialist education

TLPRC

strengthen
ideological and political
education

duties

ideological
improving nation's
quality

educate
patritotism, national
unity

ceaselessly raise political
awereness

Figura 7: TLPRC schema of ideological duties
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Figura 9: PEPSC schema of ideological duties
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Our analysis, of the two Laws, comes to an interpretation that suggests a conception organized by the
following schema:

country and people

students'

commited

cherishing

professionalism

Figure 12: TLPRC and PEPSC organising main references

As core values to be detached as for structuring the conception, we could propose the following:

professional
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teaching
and
education
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integrity

virtue

dignity

respect

Figure 13: TLPRC and PEPSC core values
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Overall the Chinese ethical framework for education and teaching is quite
balanced between the social demands, the professionalism requirements and the
universal values involved in education. One can say it projects the horizon of a
humanistic conception that intertwines rights and duties. At the same time it relates
responsibilities and obligations to virtues, which merges the deontological
perspective with the pursuit and perseverance in virtue, as well as the commitment
to the ethics of care.
One can not miss the absence to the value of freedom, however the right to
appeal and complain are stated; moreover it is also suggested a permanent
improvement and innovation without ideological bindings being imposed. It must be
stressed that the respect of differences (personological and sociological) are taken
into consideration. Nevertheless, the reference to the development of a socialist
education and to support political leadership are clearly mentioned.
As TLPRC and PEPSC, constitute an ethical-deontological framework of
humanistic tone, clearly concerned with the personological an sociological
differences, namely minorities, which is quite understandable when we think about
a country with a wide range of specificities, we would like to remit to our one essay
entitled “Contribution for Multiculturalism: Through the recognition of difference
(2011), as a complementary reading.
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CONTRIBUTION FOR MULTICULTURALISM: THROUGH THE RECOGNITION OF DIFFERENCE
Carlos Francisco de Sousa Reis
UDI, Polytechnic Institute of Guarda
[Abstract] We discuss the relation between education and multiculturalism, considering two
alternative perspectives about history: one that is closely linked to the idea of progress; and the
other that looks at every culture as a set of choices between many possibilities. Our scope is to
show why “difference” must not only be tolerated but also recognized, i.e., valued in itself. A
sequence of steps for recognizing difference is proposed. A way to articulate differences and
universal values is also presented. The paper concludes with a proposal of guidelines for
multicultural education.
1.Perspectives about history: the ladder and the dices
The understanding of multiculturalism must refer to some perspective about history, once
cultures are constitutive of human history. Neither history nor culture could be understood
without mutual reference. But, once civilizations, societies and cultures represent differences in
relation to patterns of being human in adaptation to environment, a problem arises. It has to do
with the meanings we may attach to perceived differences, which are, necessarily, dependent
on the meanings we assign to history. A certain view of history implies a type of cultural
appreciation. What is valued and what is not depends on what is noticed and what is not and
this alone depends on what we want and / or we can see, something that comes from who we
are and the historical perspective that we developed. This perspective has always something to
do with who we are or maybe to whom we think we are.
Lévi-Strauss (2000) drew attention to the fact that there is, among the western cultures, a
dominant perspective about history, which is closely linked to the idea of progress, one of the
core values of Modernity. Enlightenment, in particular, brought the idea that humanity had
been developing in a progressive direction, that is, for the better, and the movement in itself
was considered as a historic turning point that opened new paths of progress. The achievements
in science and technology could be taken as the main statements of this process. Moreover,
education was then saw as the main instrument to ensure the individual autonomous use of
reason, i.e., as the Balding process that should lead to it.
In the 20th century the criticism of the “progressive” perspective soon derived from the
difference between the expected results and the facts: the exploitation of man by man,
inequality and hunger
-despite the resources to meet its needs-, but, perhaps more than anything else, the barbarism
of two world wars and the widespread ecological destruction.
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The “progressive” perspective assumes history as being like a “ladder”, that some climbed more
than others, achieving higher levels of development. This gave some cultures the opportunity to
look at others, presumably at a lower level of development, with a certain feeling of superiority
that would justify their domination over them. In extreme cases it would lead the dominators to
feel entitled of the destruction of the dominated. Something that, as we know, has actually
happened. Even if, in some ways, the dominated cultures could be ahead regarding several
aspects and the dominant manifested a deplorable behavior in certain areas. In some cases, the
dominated had a breakthrough so far ahead of their time that couldn’t be understood by the
dominators. They were blind to it and they couldn’t take profit of it. The destruction of what
could have been an element of development then became a sad and unfortunate outcome. The
term “ethnocentrism” describes this type of behavior.
Considering these aspects, Levi-Strauss proposed a different perspective, where history would
not be viewed as a “ladder climbing”, but as a game of “rolling the dices”. This means that there
isn’t only one path to mankind, but every culture represents the choosing of a path between
many possibilities. In fact, it represents the combining of several choices as when rolling the
dices, we obtain different combinations, which mark the originality and richness found by each
culture to achieve the prosecution of their humanity. The “ladder climbing” and the “dice
rolling” appear as two opposing perspectives. The first, more conducive to standardization,
highlights progress, the second, more conducive to relativism, highlights difference.
The “dice rolling” perspective gives space to difference and points to its defense, but perhaps it
has a setback. For now, we’ll leave aside the progress in science and technology, whose benefits
are so obvious but no less problematic, given the terrible side effects or implications that today
we can easily recognize to it. Still, we should ask if we are not better today regarding the
recognition of difference and, for example, regarding to human rights. Foremost, we must ask
ourselves if, on this subject, we will not be interested in maintaining the idea of progress.
If we give an affirmative answer to the question regarding the progress in the realm of human
rights, we should consider how are we dealing with difference nowadays. The 2nd article of the
Universal Declaration of the Human Rights (UDHR) states that “Everyone is entitled to all the
rights and freedoms set forth in this Declaration, without distinction of any kind, such as race,
color, sex, language, religion, political or other opinion, national or social origin, property, birth
or other status.” For the matter, the terms “without distinction” mean that these differences
being, in fact recognized, are not reasons for discrimination and unequal treatment. One must
conclude that the UDHR values positively the differences between people. But how are we
commonly dealing with difference?
When we look at the facts, we can’t forget the case, narrated by Voltaire, of the Turkish man
just arrived in Paris. The Parisians first reaction was to look at him proudly and sideways.
Fortunately, over time, they gradually get to know him better and start to look at him more
directly, which means with a certain tolerance and benevolence. Finally, they began to say that,
“after all, it seems that, he is just like us.”
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The episode expresses the typical attitude towards difference: the assimilative/ digestive way.
We assimilate because we make the other “just like us”. We digest because we take out, from
the stranger, his difference, making it null. In this case, we can dispense tolerance, which does
not mean a genuine recognition of difference in itself, but a kind of complacency in view of the
“after all just like us”. Such an attitude fails to go beyond a negative perspective towards
difference. To really do that, we have to positively recognize difference and see that there is
something good in it, because there is richness in difference. Remember the meaning of
throwing the dice!
2. Paths to pick up difference
The question, we might ask at this moment, is how can we reach a true recognition of
difference? There is no doubt that it takes several steps. The first one refers to the phase when
we don’t understand it. Receiving the impact, we should be a) be careful and b) respectful. To
be careful means we “take care”, we put the other under our care. Following Heidegger (1989),
we should note that “care” is an a priori of any situation and human attitude. This means that
“care is at the root of human being, prior to all action. So, every action always comes with care
and is imbued with care.” Which means that we should “acknowledge care as a way of being,
essentially, always present and irreducible” (Buff, 2002, 34). In fact, it means we have to see
“care” as being “a source dimension, original, ontological and impossible to be void” (Buff, 2002,
34). “Care” enters the constitution of the human nature and expresses our way-of- being. It
translates something that is a basic enabler of our existence. In itself, “care” has a peculiar
nature: “Care is more than an act, is an attitude. So, it covers more than a moment of attention,
care and dedication. It represents an attitude of occupation, concern, responsibility and
affective involvement with others” (Buff, 2002, 33). Therefore, we should notice that it develops
from attention to concern and responsibility. Moreover, it is important to emphasize that,
covering different aspects, it can be material, personal, social and spiritual.
Once we start to understand difference, we should a) value it and b) develop our interest about
it. To value something is to give it a certain importance and presence in our lives. By doing so
we start articulating difference with our way of being and, in time, we could become more
interested in its peculiarities, its meanings in itself and for us. The value of difference faces the
fact that we’re looking into a way of dealing with life itself.
Once we get to understand difference, we should a) let it be, let it have its course, the
opportunity to assert itself as such and, if necessary, b) to support it. We should always
remember that difference is the main element for enriching our world. In being what it is, the
other, the what/whom I’m not, it can be a contribution for my own life, a way through life, and
life is such a mystery.
3. Differences and fundamental values
Claiming that the differences that stand between us should not be an obstacle to our
relationship, cannot be assumed as an excuse to dismiss their importance and, consequently,
their digestion or cancellation. Differences express identities and cultural paths to deal with life.
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However, it is important to ask whether we should accept all the differences, particularly those
that conflict with those values that we consider fundamental. This matter requires a prior
clarification of some issues: what do we mean by “fundamental values” and which are the
conflicting differences.
After the last world war, shocked with the barbarism to which the sapiens- demons can reach,
we came to enplane a set of values, enshrined in the quoted Universal Declaration of Human
Rights. We argue that these values should be considered fundamental because the declaration
is an attempt to establish what all humankind and every human being is inherently entitled to,
simply by being born into the world. This means that the “rights” in question refer to some
values that are substantive conditions for humans, for each one in particular and for them all as
a global, but dynamic and heterogenic, identity. We come to conclude that they are required
for someone to become and/or develop as a human being. In fact, the UDHR states, immediately
in the first paragraph of the Preamble, the necessity of recognizing human dignity for all people,
as the basis for freedom, peace and justice everywhere, and in the second paragraph describes
how contempt and ignoring of human rights resulted in atrocious and inhumane acts. To be
simple, let us say that without the fundamental values we lose our humanity or the opportunity
to become humans, we dehumanize ourselves and we dehumanize the world. Outside the scope
of certain core values nor are we humans or let others be. A humanized world becomes
impossible.
Nowadays we have we have reached some consensus about the importance of human dignity,
freedom, equality and justice to humanity, even if there is some dispute about the meanings
of what they stand for. Being so, how can we consider those cases, yet so common, when our
fundamental values are overlooked or, even worst, despised and denied in the name of a cultural
identity, i.e. an identity that implies a specific cultural difference? By now it should be clear that
we found ourselves here facing a crossroad: on one hand, we cannot abdicate of our
fundamental values - rather we should support and defend them; but, on the other hand, we
have been defending that we should respect “difference” and it could mean that this
“difference” undermines certain fundamental values. This is the equivalent as to ask about
those differences that we can’t accept, even when we come to understand them.
So, what should we do when the claims of minority cultures or religions clash with a fundamental
right, as, for instance, the genital female mutilation? A practice defended and personally carried
out by some anthropologists, as a manifestation of cultural identity (Strawn, 2007). We should
note that the critics of this practice, that some call female circumcision, are said to be guilty of
ignorance and cultural imperialism, i.e., ethnocentrism. Those who defend the practice argue
that that the critics of the procedure exaggerate the effects, don’t understand its meaning and
deny them the right of becoming a woman in accordance with a unique and powerful cultural
heritage.
Clitoridectomy, or female genital mutilation (FMG), a partial or total removal of the clitoris, is
considered by the World Health Organization (2010) as a practice that “has no health benefits,
and it harms girls and women in many ways. It involves removing and damaging healthy and
normal female genital tissue, and interferes with the natural functions of girls’ and women’s
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bodies. Immediate complications can include severe pain, shock, hemorrhage (bleeding),
tetanus or sepsis (bacterial infection), urine retention, open sores in the genital region and injury
to nearby genital tissue. Long-term consequences can include: recurrent bladder and urinary
tract infections; cysts; infertility; an increased risk of childbirth complications and newborn
deaths; the need for later surgeries”. Between 100 to 140 million girls and women worldwide
are living with the consequences of FGM.
In our point of view, any practice or tradition, of a certain group, minority or not, which conflicts
with a fundamental right must be criticized, reprimanded and outlawed. We agree with Okine
(2007), when she says that such practices are clearly inconsistent with the basic liberal value of
individual freedom, which entails that group rights should not trump the individual rights of their
members. And, being so, we conclude that those groups who discriminate and oppress their
members don’t deserve special rights or a special respect regarding the differences that concern
the violation of fundamental individual rights. As Okine (2007) stresses a “closed” or
discriminatory culture cannot provide the context for individual development and, in fact, in its
context, we may have subcultures of oppression that can condemn its members to unsatisfying
and even oppressive lives. We could say that such cultures undermine the very reason invoked
for defending their difference: they have lost the capacity for providing their members a
framework for meaningful individual choices. In our point of view, all cultures, minority or not,
should be subjected to the scrutiny of compliance with the fundamental individual rights and
humanity’s core values.
Certainly, it’s necessary that we find the paths to achieve the broadest consensus about our
common fundamental values. A work already well developed, that still needs to be deepened
and that should be assumed as an endless task. But it’s also essential that we promote and
defend our fundamental values, once this also means to promote our humanity. However, this
does not imply that we should promote what is important for us by all means. As we know the
ends cannot justify the means. For this endeavor the main weapon that we have is reasoning.
But there is no doubt that fundamental values should be defended, sometimes forcibly. Too
many often, all over the world, they are violated and we must take a stance about that. This is
the case in which we should not look away. But to use force to defend something or someone
does not mean that we can put ourselves outside law and justice and the very values that we
are supposed to defend.
4. Multiculturalism and relativism
To conduct a debate on multiculturalism implies an axiological analysis and, as Strawn (2007)
notes, relativism is nowadays dominant at the Academy. At least anthropologists, sociologists
and philosophers have difficulty in to carry on their activities outside a relativistic approach. So,
many of them, opine in favor of a strict equivalence between all cultures and the values
underlying their specific habits and traditions. Following this perspective multiculturalism will
come to be a case of cultural relativism. However, as we have seen the right to difference,
globally considered for a culture, should not contravene the fundamental rights of the individual
members of this culture. Perhaps we should now take in consideration relativism in itself.
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Post-modernity brought the questioning of every discourse that refers to absolute, in all its
forms: theological, anthropological or rationalistic (Full at, 2000). After Nietzsche we face the
absence of any form of absolute and the consequent relativity of discourses, so thus man must
invent himself from the flatness of relativism: the vacuum of values. To be precise, it’s not
exactly the vacuum of values but an axiological relativism, because, in fact, it was the
disappearance of the universal references that brought about the reference to values (Daladier,
1998), understood as an expression of individual preferences and increasingly the correlate of
what just pleases oneself.
Some post-modern trends, prevailing in contemporary culture, especially in some sectors of
the humanities and social sciences, believe that truth is multiple and depend on the viewpoint
of the subject or the context in which it is formulated, since there is no rationality to which can
be granted universal validity, but just different rationales in different cultures (Silva, 2005).
The different criteria of truth would only express different practices and cultures, different
“narratives” that should be understood in their historical, cultural and linguistic contexts, and
revealing the cultural biases of different narrators. Which means they are all expressions of
some kind of “metanarrative”, that Post-modernity, precisely, brought to an end (Lyotard,
1989). Following the analysis of Silva (2005), we highlight two types of criticisms regarding
relativism: I) the first kind is of general ambit: relativists claim that there isn’t any non-relative
truth when this same statement is meant to be seen as such, or, which is the same, they pretend
that all explanations are just expressions of relative “language games” but philosophical
perspective of “language games” shouldn’t be regarded as non-relative; ii) the second kind
regards the absurd consequences of relativism: to consider the Copernican Revolution as a
simple narrative, i.e., geocentric theory equivalent to heliocentric theory; to consider that the
explanation given for a murderer by an ADN test is equivalent to the village sorcerer prediction;
to consider the Nazi worship of a racially pure Aryan people as true as the explanations that
show that this idea is a myth; to consider that all educational aims are equivalent, when we must
evaluate the levels of success obtained and the development achieved by different individuals
otherwise learning will lose is meaning and, in the end, someone else will do it; or, returning to
our previous issue, to consider FGM an empowering cultural practice when medic diagnostics
show its harmful consequences.
Certainly, we can’t assume that explanations, and even scientific theories, that we have are
forevermore valid. But perhaps we should say that they are valid for the time being. This means
that the validity of our knowledge is limited and surely can be revised. Since Kuhn (1976) showed
that scientific theories express a given paradigm, historically circumscribed, the idea of any kind
of definitive knowledge was dismissed. However, this doesn’t allow us to defend that
“everything goes”. At any given point of our knowledge development something can be taken
“for granted”, albeit on an interim basis. Therefore, we should not assume relativism, but the
“relativization” of knowledge.
At this point, perhaps someone can argue that this kind of reasoning doesn’t apply to the
axiological field, once values would be relative. As Cabanas (1998) showed, value is infinite; we
can never catch its definitive and complete meanings, once and for all, and new values can be
created, while some values are at least forgotten. Apparently, this approach could lead to
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axiological relativism, however this is not our understanding, in our view this only means that
we are able to find the meanings to be attributed to our values - about which we should seek
consensus1 - and that we can even create new values, thus balancing some of those that we
have integrate into the dynamics of our lives. So, as a result of what was said, we come to the
assertion that multiculturalism should be assumed as a principle for defending human rights and
the right to difference, but doesn’t necessarily allows relativism and certainly doesn’t allows the
defense of some cultural idiosyncrasy at the expense of people rights: human dignity, freedom,
equality and justice. We must avoid that the ethnic liquidates the ethic (Benji, 2006). In the
words of Amin Malouf (2000, p. 88): “there are values that concern the human race without
exception. And these values deserve to come before all else. Traditions deserve to be respected
only insofar as they are respectable – that is, exactly insofar as they themselves respect the
fundamental rights of men and women... Everything that has to do with fundamental rights –
the right to live as a full citizen on the soil of one’s fathers, free of persecution or discrimination;
the right to live with dignity anywhere; the right to choose one’s life and loves and beliefs freely,
while respecting the freedom of others; the right of free access to knowledge, health and a
decent and honorable life – none of this, and the list is not exhaustive, may be denied to our
fellow human beings on the pretext of preserving a tradition. In this area we should tend to
universality, and even, if necessary, towards uniformity, because humanity, while it is also
multiple, is primarily one.” As López (2009) purposed, we should come to a metamodern
conception that surpasses the modern univocal universalism as well as the postmodern
universalism of equivocality, in order to obtain a new horizon of truth. Beyond any
metanarrative imposition and the inoperative relativism, we can now draw on the deep, genuine
and inquisitive dialog between all of us.
The new horizon of truth is that of a “dialogical encounter”, which refers to a personal quest
about what could allow us a more just, worthy, free and equitable humanity. And so, not every
culture could be considered as having the same position regarding our truth referent: “some
human forms of believing, living and doing are more human than others” (López, 2009, p. 63).
The latter being precisely those that let us closer to a free, equitable and dignifying way of life.
In another place we have discussed some relativizations triggered and developed by
postmodernity (Reis, 2009). We found out, at that time, that we must undergo a major
relativization promoted by postmodern critique: to surpass the substantial, sonological and
almighty rational subject from modernity. However, we tried, then, to let clear why some
educational relativizations, desired by certain postmodernists, look quite as impossible as they
look absurd: for instance, the educational aim of nonidentity or the outcast of the “Balding”
process from education. Without identity there is no person to educate; without a teleological
structured project there cannot be education. Certainly, none of these aspects – personal
identity and educational aims – can be fixed forever; they are polemic, liable of evolving and,
regarding the last, they are better approached from an antinomically educational perspective.
Nevertheless, in this case too, we shouldn’t relinquish to relativism. In fact, generally speaking,
life is about the construction of meanings for being human and such a task always presents some
requirements and challenges that put us in face of some ethical demands which are
incompatible with the “anything goes” maxim. In many cases, as Lavretsky (2007) so well
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described for a hyper consumerist society, individualistic hedonism and relativism only deliver
us to superficial and spurious grounds.
Regarding educational relativism, proposed by certain postmodernists, that discard a structured
teleological process, it also disembogues, in our point of view, into several unacceptable
absurdities. Postmodernity has intensified the tension pertaining the existence/essence
educational antinomy and tends to favor existence - which represents the individual difference
- in detriment of essence or ideals. However, In this matter, we stand for the search of consensus
through negotiation, as has been defended from different perspectives (Vatemo, 2006;
Appadurai, 2006; Benji, 2006).
if education is aimed at promoting the being-itself, the assumption of the personal existence, in
recognition of its horizon’s limitations, as Jaspers has shown (Neves, 2004), it must also,
inevitably, refer to an ideal, if we want to escape the decay into something petty or shallow. But
we cannot look to the ideal in absentia of the “being there”, at risk of betraying the person. In
this case, rather than being an emancipatory opportunity, it thus becomes a repressive and
enclosure process. The ideal is therefore to combine with the anthropological horizon of
possibilities. Education fulfils its anthropological purpose when it plucks the human from the
realm of possibilities of “being-there” and then returns himself to himself, putting him in the
course for his destiny of freedom and rationality. Given this assumption, we should design the
ideal, in such a way, that it becomes, not a prison, but a challenge of existential expansion that
is projected through it. And yet it is also undeniable that it can never be a shallow ideal,
because, “in fact, never lower ideals were attractive to the man in order to establish higher levels
of human achievement, and neither such ideals have ever served as inspiration to overcome
existential difficulties or impasses” (Maia, 2006, 134). The ideal underlying anthropological
education cannot be just our simple condition, or the immediate, once they couldn’t
substantially satisfy our human nature and more quickly will lend us to an enclosure than to
our fulfilment, moreover, always “un-finished”. “However, as pointed out by Gil (2003), if we do
not point a meaning to our educational intentions instead of purposes, we just limit ourselves
to circumstances and ephemeral shallow fashions.
5. Multicultural education
The UDHR states, on article 26, that: “(1) Everyone has the right to education. Education shall
be free, at least in the elementary and fundamental stages. Elementary education shall be
compulsory. Technical and professional education shall be made generally available and higher
education shall be equally accessible to all on the basis of merit. (2) Education shall be directed
to the full development of the human personality and to the strengthening of respect for human
rights and fundamental freedoms. It shall promote understanding, tolerance and friendship
among all nations, racial or religious groups, and shall further the activities of the United Nations
for the maintenance of peace. (3) Parents have a prior right to choose the kind of education that
shall be given to their children.” This statement gives Education a major responsibility. If point
(3) could be seen as a concession to cultural relativism it is also true that it must be conciliated
with point (2) reference to the “the strengthening of respect for human rights and fundamental
freedoms”. It is for us clear that, from the point of view of the UDRH, we should embrace
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multiculturalism and, in particular, Multicultural Education (ME), and so we should now make
explicit its ambit and meaning.
In its so many times quoted book, Banks (2010) presents a simple definition: “Multicultural
education is at least three things: an idea or concept, an education reform movement, and a
process. Multicultural education incorporates the idea that all students – regardless of their
gender, social class, and ethnic, racial or cultural characteristics – should have an equal
opportunity to learn in Scholl. (p. 3). A lit bit further e refers to “exceptional student, whether
they are physically or mentally disable or gift and talented” (p. 4) as part of the ones to be
considered by ME, and this when we come to understand that we reached the same scope of
inclusive education.
The quoted author also explains that as a reform movement, ME should not be limited to
curricula changes and, in fact, it is trying to change schools intervening in the total school or
educational environments. Moreover, because it is trying to give everyone equal opportunities
to learn, ME is also a never-ending process, once educational equality, with liberty and justice
for all, is an ideal toward which we should work but only hope to attain. It seems that when
discrimination is reduced toward one group it is usually redirected toward another or takes new
forms. “Social identity theory” has shown that, following labelling and categorization, in-group
members tend to favor ingroup-members and to discriminate out groupers. Thus, ME should be
understood as an ongoing endless process. As Inverarity (2009) stressed, for a globalized world,
exclusion becomes a major concern and refers to the process of sending abroad, for the porifera,
or to the margins. In is point of view, what a world without
surroundings points is that “the excluded are not outside, exclusion is done inside, with other
strategies and in a less visible manner then it was done when there where clear limits that apart
us from the outsiders: here the insiders and there the outsiders; now, the excluded could be in
the very heart of the city... The imaginative internalization of the other became the fundamental
ethical requirement (2009, p. 129).
The main characteristics that constitute individuals’ multicultural condition are: gender, social
class, race/ethnicity, religion and exceptionality. But a group of minor variables also intervene.
According to Banks (2010) to implement a multicultural education we must take in consideration
all the variables that conform the social school system and put up a strategy that reforms the
major determinant variables of school’s environment (Figure 1).
Being more than a simple question of curricula adaptation, ME involves content integration,
knowledge construction, equity pedagogy, prejudice reduction and the empowering of school
culture. The formulation of a ME plan must conceptualize schools as micro social systems with
behaviors, attitudes, norms, values and goals that favor multiculturalism, i.e., the respect of
difference and real equal opportunities for all to learn. Which means, as we have stressed
elsewhere (Formosan & Reis, 2010), not only equal opportunities of access to schooling for all
but also equal opportunities of success in school for all. Certainly, an endless and difficult task,
but also an inescapable one in a globalized world.
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