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Introduction

This paper discusses secondary education teacher preparation
 in Chile, referring to its historical development and current status.  It pays special attention to how secondary teacher education prepares teachers for a growing school population that will work and engage in the complexities of a modern and global society where meaningful knowledge processing and its use are an indispensable set of competencies.

The main sources of information for the paper include analysis of available documents on secondary teacher education in Chile and a set of semi-structured interviews with stakeholders carried out in the context of the World Bank / DFFID study “Learning to Teach in the Knowledge Society” (Avalos, 2004).  Stakeholders included the Minister of Education, other Ministry professionals (7), university authorities (5) and academics (19)
, student teachers (12), Teachers’ Union representative (1), and secondary teachers (27).  

The first part of the paper discusses general aspects related to the knowledge society: what is required to meet its demands and contribute to its development from the standpoint of education and schooling.  This serves as a framework for interpreting the situation of teacher education in Chile.  How secondary teacher education developed as a university career with its ups and downs throughout the twentieth century is discussed in the next section. Changes occurring in the nineties and its current status and quality follow in the next two sections.  The paper continues with an analysis based on the stakeholders’ interviews of the competencies that are considered important in the preparation of secondary teachers and of the institutional conditions that exist to prepare teachers to reach these competencies.   The paper finishes with a concluding section that attempts to reflect on what is learned from secondary teacher training keeping in mind its need for improvement as viewed by the stakeholders interviewed.

1. Education, schooling and the knowledge society

References to the knowledge society are related to two critical situations.  The first concerns the new social and economic order built on the basis of knowledge production with its components of competitiveness and globalisation.   The second refers to the conditions by which individuals and nations may be part (or excluded) from this new social order.  

The new type of cultural and economic development described by Castells (2000, p. 372) as “informational” depends on technological capacity including “informational technology as the core of this capacity”.  It also requires that individuals and groups be capable of re-programming themselves constantly in order to be productive and competitive.  This capacity, as discussed by Castells (2000) requires embodied knowledge and key competencies such as flexibility and innovation or creativity.  Education that centres on skills and is a sort of “warehousing of children and students” (Castells, p. 372) cannot equip people constantly to readjust when faced with demands from new information or new knowledge.  Thus, to be disposed and capable of continuous learning is a requisite for survival in the knowledge society, and from that perspective it may be proper to refer to it as a learning society (Hargreaves, 2003).
The concept of “exclusion” from participation in the knowledge society applies to individuals and countries that are dramatically poor (Watkins, 2000) or part of a “fourth world” (Castells, 2000) such as found in parts of Asia and Africa, but also in Latin America.   Exclusion also applies to individuals and social groups in wealthier countries and contexts that are unable to benefit from their society’s world stand (Tedesco, 2001).  While according to some authors (i.e. Springer, 1998) it is the global economic powers that contribute to exclusion, it is nevertheless important to understand that culture or education is an important key that opens access to power (Castells, 2000).   Power, in turn provides access to informational exchange networks and to the forms of symbol manipulation that “relate social actors, institutions and cultural movements, through icons, spokespersons, and intellectual amplifiers” (Castells, 2000, p. 379).  Thus to increase the chances of inclusion depends on the opening of access to a sophisticated education, beyond its basic level, and to educational influences that make it possible for knowledge to become “embodied” rather than “stored”.

The role of education in this context can be considered from two standpoints.  The broader one refers to developing those competencies that enable people to manage tensions between the local and the global:  cognitive, emotional, social and ethical.   The second and more precise standpoint refers to preparing for a “conscious, critical, active use of information and communication sources” (Tedesco, 2001).

From the standpoint of schooling, education for the knowledge society requires the use of qualitatively different teaching strategies to those usually employed, more convivial, stimulating and supportive modes of relations among teachers, students, parents and the community, as well as working contexts that promote flexibility and innovation.  Despite the fact that there are those who consider these conditions to be soft and lacking in depth, there are ways of avoiding such pitfalls.  Among these is concentrating on specific modes of preparing teachers and improving teaching on the basis of existing examples from research.  Hargreaves (2003, p. 15) for example, on the basis of a set of studies in school contexts, lists the following competencies that teachers should develop in order to prepare for the knowledge or learning society:

· Promote deep cognitive learning

· Learn to teach in ways they were not taught

· Commit to continuous professional learning

· Work and learn in collegial teams

· Treat parents as partners in learning

· Develop and draw on collective intelligence

· Build a capacity for change and risk

· Foster trust in processes

The development of these capacities requires many changes in persons, teacher education, school organisation, and social relationships and especially in the way teaching and work with students are structured.  For example, the development and use of “collective intelligence” is a key strategy to improve education and overcome difficulties; but also it is a key requirement to avoid “exclusion”.  As defined by Brown and Louder (2001, p. 8):

Collective intelligence involves a transformation in the way we think about human capability.  It suggests that all are capable rather than a few; that intelligence is multiple rather than a matter of solving puzzles with only one right answer; and that our human qualities for imagination and emotional engagement are as important as our ability to become technical experts.  It suggests that our ability to imagine alternative futures and to solve open-ended problems, and our interpersonal skills, should all be included in our definition of intelligence in the future.

The preceding considerations lead us to conclude that the creativeness and flexibility that teachers need to stimulate deep learning and collaborative social relationships require a different kind of educational environment from one that is sustained by standardised reforms and rigid controls (Hargreaves, 2003).  In the next sections of the paper, the situation of secondary teacher education in Chile will be considered in the light of these demands. 

2. The development of secondary teacher education as a university career in Chile

The period from 1889 to 1973

Secondary teacher education as a university level career has over a hundred years of history in Chile.  Towards the end of the nineteenth century Valentin Letelier, a well-known educator, recommended that the government establish a formal system of secondary teacher education at university level and that this role be undertaken by the University of Chile’s Faculty of Philosophy and Humanities.  Secondary teachers in his view played a key role in “cultured societies” (Cox and Gysling, 1990) and required a solid preparation in their disciplinary field of teaching, be it language, humanities or science.  Despite initial misgivings by the University, its authorities finally bowed to a Ministry of Education’s decree (1890) that a newly established Pedagogical Institute for the training of secondary teachers be part of the Faculty of Philosophy and Humanities.  A concurrent system of teacher preparation was established that offered subject specialisation together with pedagogical preparation
.  However, this concurrent form of training was not without tensions between the Departments that offered discipline knowledge and the Departments charged with pedagogical preparation.  These tensions eventually led to discontinue the concurrent model for a period of eleven years (1934-1945) and to adopt a consecutive model in which learning of discipline knowledge occurred during the first three years of training at a Higher Institute of Science and Letters, followed by another two years of learning pedagogy and how to teach at the Instituto Pedagógico. In 1945 the concurrent structure was reinstated through a merger of both types of institutions.  The renewed Instituto Pedagógico maintained its structure and training programme until it was severed from the University of Chile by the Military government in 1981. 

During practically the entire first half of the twentieth century the Instituto Pedagogico was the unchallenged leader in the provision of well prepared secondary teachers among whom many distinguished themselves in the fields of literature, philosophy and history.  Although a second programme was established in 1919 at the University of Concepción, it adopted the University of Chile’s curriculum and was placed under its supervision.   From the forties onwards, however, a growing secondary school population caused other universities to establish new programmes that also followed the concurrent model of the Instituto Pedagógico.   In 1942 a training programme was established at the Catholic University of Chile’s Faculty of Philosophy and Education and later the State Technical University established a training programme to prepare teachers for secondary technical schools
.  By the end of the sixties there were seven universities offering secondary teacher preparation, and both the University of Chile and the Catholic University had opened teacher-training programmes at their regional centres throughout the country.   

The period from 1973 to 1990

 The military coup of 1973 and its ensuing dictatorial regime had devastating effects on teacher education and in particular on the programmes offered by the University of Chile at the Instituto Pedagógico and in its regional branches.   All of the existing eight universities were intervened by the regime in 1973 and placed under military authorities.  A process of “ideological cleansing” resulted in the dismissal of many academics, particularly of those working in the social sciences and teacher education (Núñez, 2002, p. 33).  One of the more devastating actions of the military government was to declare in 1981 that teacher education should be demoted from university status to tertiary level and that existing programmes be relocated at newly established Higher Academies or Professional Institutes.  The academic staff at the Instituto Pedagógico never fully recovered from the traumatic effect of being separated from the University of Chile and inserted into a new and dubious Higher Academy of Pedagogical Sciences.  This change, as Núñez (2002) describes it, brought to the fore an authoritarian concept of teacher education that stood in open contradiction with the modern professional concepts of the time.    The incongruence of this measure and the protests of those concerned forced the military authorities to retract and in 1987 to reconvert two of the Higher Academies that had belonged to the University of Chile into pedagogical universities. Later with the enactment of the Organic Law of Education (1990), teacher education regained its status as a university career.  Currently, universities provide programmes leading to a Licentiate degree as well as a teaching qualification.  There remain a small number of professional institutes that are allowed to prepare teachers and grant a professional qualification but not a degree.

All this to and fro could not but affect the delivery of teacher education.  The Instituto Pedagógico re-converted into a pedagogical university
 and the biggest provider of teachers in all specialisations, is in the process of trying to recover the quality and leadership in teacher education it once enjoyed.  The same is true of all the other public university teacher education programmes throughout the country that originally derived from the University of Chile. The easing of conditions for the establishment of private universities and institutes that took place from the eighties onwards has increased the offer of teacher education (though mostly for pre-school and primary levels) that differ in their quality.

Strengthening teacher education (1997-2002)

By the mid-nineties Ministry of Education authorities realised that the educational reforms that had been in place since the beginning of the decade would be hampered if teacher education did not improve.  However, there was no place nor authority within the structure inherited by the Ministry of Education from the military regime directly to produce changes in teacher education, especially as most programmes were administered by autonomous universities.   In order then to influence change, the Government decided to set up a fund to reward successful projects presented by institutions wishing to improve their teacher education programmes during a four year-period.   A sum of around US$ 25,000 was allocated for this purpose as well as a scholarship fund to induce capable secondary school leavers to apply for teacher education studies.   

During the whole of 1997 a complex selection process took place and beginning in 1998, seventeen university teacher education programmes (covering 80% of student teachers) across the country began change processes within the framework of a programme to strengthen initial teacher education known as FFID.  These changes included:  curriculum upgrading, introduction of gradual and longer practicum experiences, improvement of infrastructure and teaching resources (especially libraries and Information and Communication Technologies), improvement of qualifications of teacher educators and greater links between teacher education and the schools.   Some of the universities carried out major adjustments to their curriculum such as introducing a “Problem-Based Learning” approach (Cf. Iglesias, 2002), others were innovative in the way they institutionalised links with the school environment and most of the institutions substantially reformed the structure of the practicum experiences.    An important effect of the changes and especially of the scholarship programme was to increase the number and improve the quality of applicants for teacher education, though this did not extend sufficiently to the maths and science specialisations in secondary education.   

The most important element that favoured the positive results of the FFID project was its collaborative nature.   While the initial kick came from the Ministry of Education, each one of the institutions had to develop their own project and establish mechanisms for change.  Other than the broad areas of change, nothing was laid out from above.  Each institution had the possibility of working out what they would do within the limitations of their capabilities and budgets.  Despite what seems like an individualist approach, there were very strong links of an informal nature among the institutions and between each of the project coordinators and the national coordination team that allowed for mutual learning and for professional growth in all institutions.  For example, the greatest success of the project, which was the reform of the practicum experiences, was discussed and experimented by all as a common experience.  The most important effect of the influx of funds was the opportunity for teacher educators to engage in study tours to international centres and in a certain number of cases to complete Master’s and PhD studies
.  

As stated by a group of teacher educators
 from the FFID programme, the main effects of the programme included the following: 

· Establishment of a basis for communication among those involved in teacher education at institutional level and developing greater consciousness regarding its importance 

· allowing the institutions to look at themselves and assess their performance

· resources available to move the programmes from their pre-ICT era into one in which new forms of communication, management and teaching became possible 

· installing the concept of professionalism and importance of the teaching profession 

· greatly improving the number and quality of teacher education applicants 

· developing modern management and planning skills to make the projects function swiftly 

· links with schools and the educational system that until then had been practically absent 
· opening the institutions and its academic staff to the international world, through study visits to teacher education programmes outside the country and international academic visits to the FFID universities, thus helping to recognise that pedagogical knowledge is not “trivial” 
The changes that took place between 1998 and 2002 clearly provided new and better conditions for teacher education compared to the situation in the early nineties.  But, the generalised perception of those involved in the programme was that four years of support for change were not sufficient and that the government should have continued a more direct intervention through a second set of projects
.  

3. Current status and quality assurance of secondary teacher education 

Secondary teacher education is offered in approximately 19 publicly funded universities and 15 private ones (that enrol approximately 10% of student teachers).  However, only about seven of these universities offer the full range of specialisations for secondary level teaching. 

There are three main routes that can be followed to become a secondary teacher as shown in the next figure:  (a) enter one of the Professional Institutes with secondary teacher training in a few specialisations that provide an entitlement to teach (professional certificate), (b) enter a university degree programme following a concurrent model in subject-matter and pedagogy (most of the existing ones) or (c) graduates in arts or sciences enter a consecutive programme (post-graduate) for pedagogical preparation.  

Figure 1: Secondary teacher education routes (N° of semesters of study)

	Non-graduate secondary teacher training with specialisation:  Professional Institute (concurrent)

	Semesters
	I
	II
	III
	IV
	V
	VI
	VII
	VIII
	IX
	

	

	Graduate secondary teacher training with specialisation:  University (concurrent)

	Semesters
	I
	II
	III
	IV
	V
	VI
	VII
	VIII
	IX
	X

	

	Post-graduate pedagogical preparation for secondary teaching:  University (consecutive)

	Semesters
	I
	II
	III
	
	
	
	
	
	
	


Consecutive secondary teacher education programmes are currently offered at four universities for arts or science graduates, and their length ranges from two to three semesters of study; but they are small programmes.  

In 2004 there were approximately 15,219 students in secondary teacher education programmes (37% of all those enrolled in teacher education).  Over two thirds of these students were specialising in subjects such as Spanish and English language, social studies, music and the arts and physical education
. Only about 23% (3,927) of student teachers were specialising in maths and sciences.  Within this group most students were enrolled in maths (45%) and biology (33%) while very few were taking chemistry (16%) and physics (6%) specialisations.  

Given that most of secondary teacher education is university based the assumption is that secondary teachers are competent in their subject knowledge.  A recent study in fact shows that for most of the competencies that require good management of content knowledge young teachers recognise the contribution of their university education (Cf. Avalos, Carlson and Aylwin, 2004).  However, for other tasks such as assessment, classroom management, group work or using teaching resources adequately they attribute their competency to experience. In spite of having a strong subject-matter background it is not clear how relevant this is to their teaching demands and how young teachers are able to relate a highly fragmented set of information to what is demanded by the school curriculum.  It would appear that a number of professors continue to believe that content knowledge preparation requires increased time and courses rather than a curriculum centred on core concepts and themes that elicit meaningful learning (Gardner and Boix-Mansilla, 1994)
, even though the changes that took place in the nineties had been inspired by these principles.

Despite actions directed to improving the quality of teaching in Chile, national and international assessments show that student learning is not as good as expected.  While it is recognised that poverty and cultural background play an important role in these results there is concern about the little effect that reforms seem to have had on teaching and learning, especially in schools attended by lower income groups
.   In order to get an external view of the reform process and reasons for the inadequate learning results of students, the Ministry of Education requested an OECD review.    The Report, recently published (OECD, 2004), devotes one of its chapters to teachers and in particular to teacher education.  While it recognises the achievements of the programme to improve the quality of university teacher education (FFID) it also notes that changes are still underway and in some respects, fragile, if further support does not take place.   Given the importance of the recommendations an excerpt from these is quoted below:

The relationship established by the Ministry with the universities on the initial teacher education project seems to be improving teacher education.  It is very important that this be built upon and efforts made to sustain and extend the reforms in initial teacher education.  Explicit benchmarks and accountability should be introduced to speed up the reforms towards more explicit changes in the curriculum in practice, with more precise attention to teaching and learning and content knowledge (p. 269).

To some extent, these recommendations refer to the preparation of Basic or primary school teachers for the upper level of the eight-year Basic school, where stronger content knowledge is required
.  But is also refers to the need for quality assurance mechanisms that to an extent were already in place at the time of the OECD visit, though not yet fully operational.  These include systems of teacher performance evaluation and of accreditation of undergraduate university teaching programmes.  The evaluation of teacher performance has been designed as a “formative” rather than punitive operation, offering opportunities to improve for those teachers with less than “satisfactory” performance.  It will be officially implemented this year and will gradually cover all teachers in the system
.   

Accreditation of teacher education programmes has been in operation for approximately three years and it involves a year (sometimes more) of internal institutional review followed by external peer review.  At present the system is voluntary, but legislation recently passed will make it mandatory.  Already some sixty different programmes for pre-school, basic, secondary and special education teacher preparation have been accredited for different periods of time (up to seven years).     There is general agreement that going through the process is indeed a very good exercise for reviewing strengths and deciding on areas in need of improvement. 

Another instrument, mostly in the hands of the teacher education programmes that wish to use it, are the “Standards for Initial Teacher Education” that were developed during the latter period of operation of the FFID programme and published by the Ministry of Education (MINEDUC, 2000)
.  After a year’s work the teacher education institutions agreed on a framework and criteria or standards to guide the assessment of newly trained teacher competencies.   This was achieved through various steps that included deciding on what would be desirable, considering other examples such as the British, USA, and South African standards and their relevance for the Chilean situation, deciding on an appropriate structure and format, and getting feedback from external consultation.    Standards are understood as what a teacher needs to know and be able to do in relation to teaching tasks, and their formulation is focused on four dimensions of teaching:  preparing to teach, setting an appropriate classroom environment, teaching interaction and professional performance. An introductory section sets out the teaching mission and its general tasks as well as the key components of the knowledge base for teaching.  In total there are 21 standards that cover the four dimensions (see Appendix 1).  

4. Teaching competencies for the knowledge society.  How is secondary teacher education performing?

Taking into account the general considerations made about the focus needed for education and teaching in the context of demands from the knowledge society, we are faced with two questions:  what kind of learning does the knowledge society require? And, what kind of competencies do teachers need in order to facilitate such learning?   In response to the first question the learning that is needed is one that enables a person to find, evaluate and use knowledge as well as manage complex knowledge systems.  Someone who is a participant in the knowledge society should be able to access and interact with “coded” knowledge, which is usually publicly available in various formats (Johnson and Lundvall, in Brunner and Elacqua, 2003).  Even more importantly, he or she should be able to “do something” with knowledge, do it with others and for purposes related to issues or social situations in need of investigation and change.  These capacities require development and in this sense are of concern to educators, which leads us to respond to the second question about needed teacher competencies.  

Possession of codified knowledge is not sufficient for a teacher. Such knowledge needs to be converted into representations and enacted in ways that make it possible for students to gain access, process and use it in different situations, preferably through cooperative forms of work.  Using Castells’ (2000) terms codified knowledge needs to become embodied knowledge.  This suggests that teacher capacities have to extend along a continuum of basic understanding of content, through communication skills, sensitive attitudes toward students and their prior understandings and beliefs, strategies for representing and enacting contents as well as strategies for developing student involvement and cooperative work and for assessing results along these lines.   

To a certain extent these assumptions have been considered in all of the reform programmes in Chile, including the FFID project.  However, there is a distance between what is written in paper and what happens throughout the processes of teacher education and of classroom teaching.   In what follows, we discuss the views of a group of university stakeholders (academics and students) who were questioned about the quality of secondary teacher education in relation to the competencies that teachers need to prepare their students for the demands of the knowledge society.  

Secondary teacher competencies.   Evidence from interviews

In relation to an open question regarding what university authorities (5), academics in teacher education (19), other academics (4) and student teachers (12) considered to be key competencies that teachers should have in order to prepare their students for the demands of the knowledge society, their responses fell into four categories:  personal, social, cognitive, planning and teaching, and instrumental competencies. 

Personal competencies were described in terms of flexibility, adapting to student capacities and being responsible for student results, as well as being open to change in the contents and forms of teaching.  Emotional and interpersonal competencies, including “sensitivity” are needed to deal with the complex demands of teaching and of interaction with students and others.  Also considered important is having a positive self-image and believing in one’s personal professional ability. 

Social competencies were expressed as the capacity to collaborate, to work in teams, to be enterprising and capable of finding solutions to problems.  Leadership was also included among social competencies.  “Ethical” competencies were highlighted in terms of being sensitive to democratic and ecological issues. 

Cognitive competencies were described as the possession of clear and organised thinking skills, intellectual autonomy and knowing how to learn, capacity for critical analysis, for situated learning and for decision-making based on solid knowledge and sound judgments, capacity to question, curiosity, capacity to find information for teaching, selecting and evaluating information and being able to distinguish between information and knowledge;  being able practically to manage knowledge and learning,  and maintaining moral autonomy in relation to the use and interpretation of information.  Good handling and deep understanding of content knowledge, but not in an encyclopaedic form, was recognised as a key competency, and should involve the willingness to re-discover the field of knowledge in which the teacher is a specialist.  Equally most interviewees stressed the importance of knowing “how” to teach the subject or as one respondent explained it:   “learning about content, thinking of how to teach it and to whom”.  

Planning and teaching competencies. Planning on the basis of knowing students and dealing with diversity was considered important.  Teacher educators should be able to deal with the “traditional” pre-conceptions and views about teaching that student teachers have internalised as a result of their school experiences.  In their classroom activities teachers need to “manage learning” rather than provide information, know how to use ICT in a pedagogic form, and have assessment competencies.

Instrumental competencies.  Importance was given to having linguistic competency and in general on communication skills as well as knowing another language, preferably English.  

The above description of competencies follows closely what the literature says on the subject
.   They also accord with the general considerations of what is needed to function in the knowledge society set out in the first section of this paper.

What specific teaching competencies are considered important?

On the basis of a list of the competencies included in the Chilean Standards for Initial Teacher Education and of the Roadmap of Competencies included in Marcelo Garcia’s review (n/d) 75 respondents (academics, secondary teachers, ministry of education professionals and student teachers) were asked to rate the degree of importance that developing each competency would have for secondary level teaching, and for organising teacher education activities accordingly (See Appendix 2). In processing the results few mean differences were found among types of respondents and so these results are grouped
.    The results are presented below and are organised in four domains of teaching that are part of the Chilean standards: preparation for teaching, establishing an appropriate classroom environment, teaching for learning, and teacher professional performance. 

Preparing to Teach.  This covers both long-term and short-term preparation for teaching. It includes the knowledge base and criteria used to plan teaching activities.  Ratings for the competencies are presented below.  

	In preparing to teach, teachers 
	Directly important

	1.
Start from students’ family and cultural background
	

	2.
Consider student needs
	

	3.
Refer to the different learning styles of their students
	X

	4.
Recognise the importance for learning of student prior knowledge, interests and experience
	X

	5.
Design learning tasks adapted to students characteristics and possibilities
	X

	6.
Establish relationships between the cultural background embedded in the national curriculum and that of the students
	

	7.
Propose goals that encompass a wide range of cognitive processes
	

	8.
Foresee situations of learning that enable integration of competencies in diverse contexts
	X

	9.
Know their subject matter field and how it relates to other subjects
	X

	10.
Know about different perspectives and developments in their subject matter field
	X

	11.
Identify core elements (concepts, postulates and methods) of their subject matter field in order to facilitate students’ meaningful learning
	X

	12.
Understand what it is that makes specific topics easy or difficult to learn and what are the conceptions and preconceptions that students of different ages and backgrounds have about the most frequently taught topics
	X

	13.
Master ways of representing and formulating the subject matter with the specific purpose of making it comprehensible to others
	X

	14.
Analyse students’ misconceptions concerning the subject matter
	

	15.
Explain why certain teaching and learning activities were selected and describe them
	

	16.
Access sources for teaching and learning activities and others related to the support of learning
	X

	17.
Plan sequences of teaching and evaluation bearing in mind the logic of the content and of the learning process
	X

	18.
Plan assessment strategies that are coherent with the complexity of contents covered
	X

	19.
Propose assessment strategies that are coherent with the complexities of the content knowledge assessed
	X

	20.
Explain how they will alter their teaching on the basis of feedback received
	


Respondents judged as directly important practically all those competencies associated with having good content knowledge and deep understanding of subject matter, as well as skills for analysing the curriculum content in terms of student learning.  Competencies dealing with knowledge about student background (1, 5 and 14), and being able to explain why certain planning decisions were made (15 and 20) were rated as “indirectly important”.

Establishing an appropriate classroom environment.  These are competencies that address the physical, social, emotional and learning environment in the classroom, Results are presented below:

	To establish an appropriate classroom environment, teachers:
	Directly important

	1.
Offer all students the opportunity to learn
	X

	2.
Deal pedagogically with student negative comments
	X

	3.
Open the class to multiple view points
	X

	4.
Encourage democratic conduct in class.  Give students due attention and support
	X

	5.
Organise heterogeneous groups for students to work together
	

	6.
Establish emphatic relationships with students
	X

	7.
Use communication skills such as smiles, humour, visual contact
	

	8.
Challenge students appropriately 
	

	9.
Show motivation towards learning, research and inquiry
	X

	10.
Show through their teaching that content learning is the central focus of activities
	

	11.
Take responsibility for teaching so that students succeed in learning
	X

	12.
Agree that behavioural norms should be generated or at least known and understood by all students
	

	13.
Decide and apply an effective system for lesson development
	X

	14.
Make available to students the resources necessary in the learning situations proposed
	X


Respondents clearly supported as directly important those competences that favour concern with learning by all students, a democratic type of classroom climate and allow multiple view points among students, though heterogeneous grouping is considered as only indirectly important.  Empathy is rated as directly important but not necessarily external symbols such as smiles or humour.  

Teaching for learning.  These competencies directly affect the central focus of lessons and their diverse communication and feedback strategies.  Results are below:

	In order to teach for learning, teachers:
	Directly important

	1.
State clearly the lesson objectives
	X

	2.
Establish a learning orientation by starting lessons and activities with advanced organiser or previews
	

	3.
Respect language conventions in written notes
	

	4.
Communicate ideas rigorously, using precise vocabulary and correct syntax, correct errors made by students in their oral and written work, constantly seeking to improve written and oral expression
	

	5.
Use teaching strategies that stimulate students to recall prior learning
	X

	6.
Create conditions for students to become involved in situations-problems and in significant topics or projects, bearing mind their cognitive, affective and social characteristics
	X

	7.
Invite students to think and act independently, even risking to be at fault or in error
	X

	8.
Use strategies that allow more than one response or that invite students to think about other possibilities
	X

	9.
Ask questions that engage students in sustained discourse structured around powerful ideas
	

	10.
Guide students in selecting, interpreting and understanding the information available
	X

	11.
Use questions to stimulate students to process and reflect on content, recognise relationships among and implications of its key ideas, think critically about it, and use it in problem solving, decision making, and other higher-order applications
	X

	12.
Monitor student understanding adequately
	

	13.
Provide correct, substantive and timely feedback
	

	14.
Are flexible to change a teaching approach as a result of feedback
	X

	15.
Monitor students’ progress using both formal tests and performance evaluations and informal assessments of students’ contributions to lessons and work on assignments
	X

	16.
State explicitly how lesson time will be distributed
	

	17.
Give students opportunity to learn, dedicating most of the available time to curriculum-activities
	X

	18.
Adopt a critical and well-founded attitude to the advantages and limitations of ICT as medium for teaching and learning, and for society
	X

	19.
Evaluate the pedagogical potential of ICT
	X

	20.
Use a variety of multimedia tools for communication, using the ICT effectively to investigate, interpret, and communicate information, and to resolve problems
	X

	21.
Use the ICT effectively to set up networks of exchange related with the subject taught and its pedagogical practice
	X

	22.
Help students use the ICT in their learning activities, to evaluate such use, and to analyse critically the data gathered by these networks
	X


Most of the competencies considered as directly important refer to constructivist learning approaches such as building on student prior knowledge, learning through problem-solving, stimulating autonomous and divergent thinking; direct importance is also given to monitoring student learning and to teachers learning from the results of such monitoring (14 and 15).  Competencies related to feedback were only marginally excluded from being directly important (12 and 13), while competency 9 that also relates to the development of thinking was not included in the form provided to these respondents.    More managerial competencies such as using time appropriately and linguistic competencies such as communicating in clear language are rated as indirectly important.  All the competencies related to integration of ICT in learning activities were considered directly important, even though they are not included in the standards for teacher education in Chile. 

Teacher professionalism.  These are competencies that affect what teachers do after their classroom duties, their relationship to colleagues, parents and other community members, their participation in school development activities and their awareness about professional duties and rights.  Ratings resulted as follows

	As professionals, teachers:
	Directly important

	1.
Use adequate arguments to describe the degree to which their students achieved the proposed objectives
	X

	2.
Reflect on their practice and put the results into practice
	X

	3.
Evaluate their own competencies and adopt the means to develop them using available resources
	X

	4.
Attribute teaching results to factors related to the teaching-learning process
	

	5.
Interpret student difficulties as challenges to search for solutions
	X

	6.
Cooperate with other school staff in defining goals and preparing and carrying out educational school projects
	X

	7.
Exchange ideas with colleagues about the suitability of pedagogical and didactic options
	X

	8.
Take part in teacher meetings and workshops and contribute to the Educational School Project
	X

	9.
Know how to take a position, and maintain one’s ideas and discuss coherently, effectively, constructively, and respectfully
	X

	10.
Promote participation and flow of relevant information to parents
	

	11.
Communicate explicitly and clearly to parents the results of their children and provide feedback on progress and achievement of competencies.
	

	12.
Know about national educational policies related to the curriculum, contractual obligations and quality management
	

	13.
Explain, in function of the public interest, the decisions taken concerning students’ learning and education
	


All those competencies related to analysing and assessing their work as teachers are considered important, as well as accepting difficulties as challenges rather than obstacles (1, 2, 3 and 5).  Assuming responsibility for results (4) is rated as indirectly important but probably because its meaning as presented was not quite understood, given later requests for clarification.  Also all those competencies related to school participation, team work and arguing personal positions in a coherent and constructive manner (6-9) are rated as directly important.  On the other hand there is less agreement on keeping an open flow of information to parents, partly as it was explained later, because of the fear of parent undue intromission in school affairs.   This in fact reflects the traditional concept of professionalism that assigns to teachers the main role of creating conditions for and enabling learning. 

How is teacher education preparing secondary teachers in these competencies?

There has been little formal assessment of how the participating university teacher education programmes stand at present, after conclusion of the FFID programme.  Thus, stakeholders were asked to comment on the current situation keeping in view the preparation of secondary teachers in competencies required for the knowledge society.   Their views are grouped in the following categories:  institutional structures, the teacher education curriculum and specifically the opportunity to develop pedagogic content knowledge and appropriate teaching methods, the extent of practicum experiences, and the quality of teacher educators.  

Institutional structures

The structures that hold secondary teacher education programmes together affect how teachers learn to teach and to perform competently.  Discipline departments located in Faculties or Institutes that serve other forms of academic and professional preparation as well departments of Education jointly deliver most programmes.  Yet, rarely is there effective collaboration among all those involved in setting up and monitoring the delivery of teacher education.  Thus only one of the academic authorities interviewed felt satisfied that at his institution there was a common understanding about teacher preparation and that working relationships between all those involved were good.  He attributed this mostly to the academic staff’s common background as former secondary teachers.  Others noted progress in some areas such as interdisciplinary planning of school-based activities for student teachers, or links at individual level such as a strong dean of education winning the respect of the others. Interviewees from the bigger universities such as the University of Chile, Concepción
 and the Catholic University described the preparation of secondary teachers as occurring in two worlds:  learning the subject-matter in specialised departments or institutes and learning how to teach at the faculty or department of education.  Students at the University of Concepción described their discipline learning as fragmented and as difficult to apply in practice.  The rector of Universidad Metropolitana de Ciencias de la Educación (UMCE), the largest teacher training university, explained the distance between its discipline faculties and the education faculty as inherited from its former status as part of the University of Chile, in which, separately, both groups of academics regarded each of their worlds as good.

Several interviewees provided further reasons for the distance between the discipline and the pedagogic worlds of training.   Subject-matter specialists do not regard academics in charge of teaching methods as members of their own knowledge camp.  But, they do regard secondary teacher students as “one of their own” and direct their loyalties first to their subject specialist condition and only secondarily to their status as future teachers. These sentiments were expressed by a young teacher interviewed for another study who valued as his primary teaching reference what he learnt from the Language and Literature department at his university (Avalos, Carlson and Aylwin, 2004). On the other hand, as explained by a mathematician interviewed, pedagogues mistrust specialists who move into the field of pedagogic learning and often maintain the former rift between them.

The separation between discipline knowledge and pedagogy is a structural condition in consecutive teacher education programmes, where future teachers learn how to teach after completing a degree in their field of specialisation.    One of the effects of this structure, according to a methodology professor interviewed is that future teachers find it difficult to disengage themselves from the traditional forms of teaching to which they were exposed during their time at discipline faculties. A member of the history department of the Catholic University agreed that his colleagues have no interest in pedagogical matters and focus exclusively on their own historical interests.   The time limitations of consecutive programmes force student teachers “to trade the possibility of learning to innovate for a survival tool-kit”.  Teacher graduates from a similar programme at the University of Chile criticised their preparation as providing them less than what is needed to teach competently (Fleming and Liñero, 2003).   

While in other systems such as the British and American, consecutive secondary teacher education programs are predominant; this is not the case in Chile as shown in the first part of the paper.  There are several drawbacks to such programmes one of them being that they do not attract graduates in all specialisations but only those for which it is difficult to get jobs. (I.e. the humanities and the arts).  Also teacher educators in these programmes, particularly those concerned with teaching methodology and practicum supervision, tend to have less of an academic background and to be recruited on a part-time basis.  While these teacher educators may be good practitioners they are not necessarily conversant with how to help their students make the link between the subject knowledge learned in their undergraduate courses and the new methods that they will need to teach this subject, nor for that matter with the school curriculum demands.   Often also the subject matter preparation is deeply disjointed in itself as for example in the case of science or social science teachers
.  Given this situation while having a few consecutive programmes offers alternative training paths to graduates or professionals interested in going into teaching, it should not be recommended as a widespread policy in countries where teaching is still not a well-paid profession and where conditions are still not ripe for a quality teacher educator corps within such programmes.  

The curriculum

In relation to the teacher education curriculum and especially in its potential to develop capacity to deal with information, interviewees valued the effort to unburden it from unnecessary contents, to make it more coherent and focused on key knowledge areas, with less contact hours and more time for student independent learning.   However, it was also noted that curriculum tightening has not been sufficient, that there still are academics, especially on the discipline side, that would like the situation reversed to where it was before the reform or that are excessively attached to their personal “patch” of knowledge; that there is not enough integration and concentration on key thematic areas and that there still are too many courses.  Also noted is the fact that more time for independent work on the part of students requires supervision by their professors and this does not occur sufficiently.  

Despite the acknowledgment of insufficiencies in the teacher education curriculum reform, some innovations stand out with good potential in the competencies needed for the knowledge society.  One of these is the Problem Based Learning approach introduced at the University of Atacama.  Problem-centred activities occur twice a year that integrate several curricular areas and allow students to investigate problems and reach conclusions on the basis of their learning (Iglesias, 2002).  Initially, the problems are general such as drugs, school violence, dropping out; later they become specific to the subject matter specialisation of students. Of interest in this case is that this is a small university with a student body of lower social background, located in the desert mining area of the North of Chile.  A singularly innovative Dean and the willingness of his staff to innovate made this radical change of the existing curriculum possible.  The first group of secondary teacher trainees who have experienced the full five years of study of this curriculum will be graduating this year.  Professors and students commented on the experience: 

I like the PBL because it helps us understand the reality of schools … To have had to stand up and discuss our positions and hear those of others whether similar or different was a good experience... One of our specific PBLs dealt with diversity in the teaching of English, encountering pupils who know more than the teacher and others who have no background at all (Students)

I wasn’t much convinced initially.  However, now I can see that the PBL curriculum has produced changes in our students … We now have students who are much more alert, who don’t find it difficult to look for the materials they may need in their work.  They used to be passive, expecting to have things provided for them, now they are concerned with finding their own information. … How to search for information, how to consider whether it will solve the problem is an important element in the preparation of out students … it will be important for their future work … they are more independent, tolerant, mature (Professors).

Pedagogic Content Knowledge (PCK)  

Reference to the relations between discipline and pedagogy touch on what is known as Pedagogic Content Knowledge, a crucial area of learning for a secondary teacher. Schulman (1987) developed the concept but it is well embedded within pedagogic tradition and has its francophone equivalent in the concept of “transposition didactique” (Perrenoud, 1998).  To be equipped with PCK means to know and understand the core concepts of a discipline field, its relations to other fields, and its mode of building new knowledge, as well as how it can be represented and communicated meaningfully to particular groups of learners.   Learning how to transform knowledge into “teachable” forms requires that one’s personal content knowledge frameworks be examined (for example, how fragmented are they due to learning in multiple courses) and that practical knowledge be set in action in order to represent the curricular topics in teaching.  Not much building of specialisation in this field occurred during the FFID projects partly, as one of the interviewees said, because of particular characteristics of the persons concerned, traditions and compartments within the university halls.  The new curricula also did not give due importance to the subject.  Several programmes, especially the consecutive ones, contracted secondary teachers on a part-time basis to handle the special-subject methodology teaching without further preparation.  There has been little thinking, updating and research in the different PCK fields.   Intuitively when asked whether teaching a subject or caring for pupils was more important, students at the University of Tarapacá said: “with maths one can also educate”,  -the issue is how competently can they do it if opportunities to learn are not sufficiently good.

If things were to change and greater importance was to be given to the development of pedagogical content knowledge, then several options could be considered.  One of these would be to build research capacity among teacher educators charged with teaching subject methodology and with mentoring student teachers to help them examine what are key concepts and relations in their subjects that require special pedagogic attention; because they are difficult to teach or simply because they are key factors for understanding the subject matter.  In this respect, the experience at the University of Atacama of problem-based learning (PBL) offers a good possibility for developing research capacity geared to producing a desirable integration between content and teaching of content.  The nature of the comments of students and teacher educators interviewed at this institution shows that as a result of PBL they were advancing in the right direction.  

Teaching approaches 

As result of the FFID programme there were also changes in teaching methods both on the part of individual professors as in the delivery structures of the curriculum.  Referring to their own university, two heads of department at UMCE estimated that about one third of staff changed their methods, and its Rector said there was a noticeable difference in ratings of students about their learning experience before the FFID programme and five years after it started.  Other interviewees observed less dependence on pure lecture methods and more provision of opportunities for students to use inquiry methods.  Among effective methods for developing autonomy, critical thinking, inquiry, teamwork and management of information among students, use of project methods was highlighted though unfortunately it is rarely used with an interdisciplinary approach.  The extensive use of “Power Point” was considered as just another technological form of lecturing, a “cosmetic” change.  Others, which are embedded in the curriculum structure such as having elective “workshops” or activities that stimulate inquiry facilitate student autonomy and broaden the kinds of learning activities to which they have access.  

The practicum

The format for practicum experiences changed in all the institutions under FFID and in many others outside of this programme.  Years of criticism about the late introduction of students into school realities and teaching (usually the last year of a five-year programme) led to beginning these experiences gradually from the first or second year of study.  Institutions established formal links with schools and municipalities (that run schools) increasing the settings for students to learn.  The experience is recognised as valuable by all the interviewees.  However, while two groups of students in secondary teacher education programmes (Universities of Tarapacá and Atacama) had much to say in pro of the system, students at the University of Concepción considered that their introduction to schools not only came too late (in the third year) but that they were inadequately supervised both by teachers in the schools and by their university supervisors.  It is clear from these views, that there is need for greater effort at this level of teacher education to improve both the quality of practicum experiences and the links with schools.  This means continuing the trend to establish agreements with school authorities (municipalities or private ones) in order that certain schools are selected as learning centres and teachers in these schools adequately prepared as mentors.  It also means involving academic staff charged with subject matter preparation and academics charged with pedagogy in the practical experiences of their students by at least occasionally visiting them during their school teaching
.

Evaluation of student teacher performance using standards and competencies is the new element introduced into teacher education through the practicum.  However, while all the teacher education authorities interviewed note their use at this stage of preparation, and how the standards have helped to consolidate among students their sense of learning a profession, there were doubts as to whether all academic staff, especially subject specialists, had really recognised and understood their importance as an evaluation instrument.   

Teacher educators

The FFID programme offered opportunities for further preparation to its academics in all of the universities and these were valued as an important form of opening to other worlds and other possibilities.  But, the perception among those interviewed is that there is still a long way to go to improve the teacher educator quality of those involved in these tasks:   “there is not sufficient modelling of competencies”, “there is still too much lecturing”, “constructivism is used with a 50s approach”, there is learning about new methods “but without acquiring ownership over them”.  Students complain:

Few of our university professors have worked in a school, they teach in abstract.  They teach using old forms.  We do not have teacher models that show us new things.  They are cornered within the same teaching form: whiteboard, markers … We need teachers with new ideas, new ways of teaching.   The exceptions are the “didactics” teachers because they work with interesting materials and strategies such as mathematical puzzles to motivate students. But we would like all professors, not just the methodologists to use these forms.

In the case of secondary teacher preparation, all those who have a part in their education should be considered as “teacher educators”.  However, this is not what academics who provide discipline knowledge think.  In fact, they do not see their students as future teachers but as “historians”, “mathematicians” or “linguists”, as we have shown earlier on in this paper.  

Interestingly, most of the interviewees had suggestions for improvement of teacher educators such as assisting them in facing change, especially as for many of them change means the crumbling of past certitudes.  Time for reflection, staff-development opportunities, providing opportunities for young teachers to prepare as university lecturers, selecting them on the basis of their personal and teaching competency; these were some of the suggestions offered.  

Resources and ICT

Increased resources, both books and journals, and especially computer facilities and Internet connexions radically changed the teaching possibilities of the programmes affected by FFID, as noted by academics of both small and major institutions such as the University of Chile, UMCE and Atacama. They opened the way for more flexible modes of work instead of traditional courses.  Use of ICT facilities increased student autonomy allowing them to engage in self- and peer-evaluation procedures.  However, the potential in these forms of learning is not sufficiently utilized because professors often do not follow up on the students work and build new knowledge on this learning.  One of the interesting changes, once it became evident that students arrived at the university with computer skills, was to move from providing ICT courses to using it in other learning contexts.

CONCLUSION

This survey of teacher education in Chile and its potential for preparing teachers who are responsive to the demands of the knowledge society yields a fairly optimistic picture if compared to other developing countries, especially in the Latin American region.  There is a solid institutional structure for the preparation of secondary teachers that is university based; there have been changes geared to improving its delivery conditions after the long period of decay and inadequate financial support suffered during and immediately after the Military government.  There is a system of accreditation based on standards for assessing the competence of teachers and the quality of institutions that should eventually cause unsatisfactory programmes either to improve or close down.  However, there is also widespread dissatisfaction with the current quality of teaching in schools and the suspicion that teacher education institutions may not yet be producing the kind of teacher required to increase learning results in a system where secondary education is now compulsory.   

The survey of stakeholders from the academic institutions suggests that they have a vision about what is needed to prepare secondary teachers for the demands of the knowledge society.  There is widespread agreement by stakeholders on the competencies to be furthered by teacher education.  From a generic point of view they refer to personal, social, emotional, cognitive and instrumental competencies (including linguistic, mathematical and ICT) that clearly can only be developed when those involved fine tune their curriculum, delivery strategies and teaching environment to make these conducive to such preparation.  More specifically, most stakeholders, including students and school teachers, agree on key teaching competencies that favour solid content knowledge and pedagogical content knowledge, knowledge and skills to recognise student differences and the importance of their preconceptions in learning, capacity to create democratic learning environments and to stimulate thinking, deep learning, management and use of information as well as moral judgment among students.  Equally, they recognise the importance of developing as professionals with skills for interacting with colleagues, parents and others, willingness to contribute to school quality and be reflective and critical about their own work.  

We have highlighted examples of curriculum organisation that favour the development of some of these competencies, such as Problem Based Learning and greater links and involvement of student teachers with schools and communities during their training.  However, for a number of reasons partly to do with institutional structures and partly with inadequate expertise, teachers are not sufficiently prepared in what we have called Pedagogical Content Knowledge.  Nor is preparation always adequate to meet different realities.  Students and graduates struggling with teaching diverse school populations do not accept the assumption that university preparation in the subject is sufficient.  

A major stumbling block for innovation and a more focused secondary teacher education are the institutional structures in which teacher education programmes operate.  Like in other parts of the world, the drawback of university teacher education continues to be the walls that are erected between subject-matter departments and the departments of education.   It affects collaboration in designing and implementing the curriculum and it affects the personal conception of what is important among students:  their condition as specialists or their role as future teachers.  The preparation of teacher educators is still unsatisfactory, especially in what is a most important area for secondary teachers:  their preparation in subject matter methodology or more specifically their understanding of what furthers good pedagogic content knowledge.  On the other hand, subject-matter specialists neglect to understand their role in preparing teachers.  To move ahead in this direction there is need for closer collaboration between subject-matter specialists and teacher educators
.  Among the options available to improve in this area is to build research capacity among teacher educators charged with teaching subject methodology and mentoring of student teachers, that is focused on the key concepts and relations in their subjects in need of special pedagogic attention because they are difficult to teach, or simply because they are key elements for understanding the subject matter.
All in all, this survey provides a sense of there being a base upon which to continue with the improvement of secondary teacher education and some indication of where the trigger points might be.  Actions are called for at institutional level given that there is sufficient capacity in most of the public universities to engage further in improvement actions
.  But also there is need for a more decisive involvement of government (even though it will require legislative changes) in the setting of policy for teacher education and in the development and the coordination of the many activities related to teacher education that the Ministry of Education currently supports.   Unlike other countries, there is no central unit at government level that deals routinely with initial teacher education, overlooks the quality of programmes and stimulates research and innovation.  All that exists are government initiatives that take place from time to time that review some aspects of teacher education or request assistance for the development of ministerial projects.  But as yet, there is no clear policy for initial teacher education development.  And it would seem that one is needed.
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Appendix 1

Performance Standards for Initial Teacher Education
	Facet A
	Preparing for teaching:  Content organisation in order to achieve learning

	1.
	The new teacher is familiar with students’ prior knowledge experiences

	2
	The new teacher sets learning targets that are clear, appropriate for all students and coherent with the national curriculum

	3
	Shows full knowledge of the contents to be taught. Is able to indicate relationships between known contents, those that are being studied and that will be studied

	4
	Develops or selects materials, methods and teaching activities that are appropriate for the students and coherent with the lesson targets

	5
	The future teacher develops or selects assessment strategies that are appropriate for the students and congruent with the learning targets 

	Facet B
	Creates an appropriate learning environment for students

	6
	The teacher encourages a climate of equity, trust, freedom and respect in the interaction with students and of students amongst themselves

	7
	The future teacher establishes emphatic relations with students

	8
	Proposes challenging learning expectations for students

	9
	Establishes and maintains agreed and consistent norms of discipline for the classroom

	10
	Tries to ensure that the physical environment is secure and conducive to learning

	Facet C
	Teaching for learning

	11
	The new teacher endeavours to make clear the targets and procedures that will be used for learning

	12
	The new teacher tries to make knowledge comprehensible to students

	13
	Beyond knowledge of facts the teacher encourages students to widen their way of thinking

	14
	The teacher checks for student understanding of contents through feedback o information processes that assist in learning

	15
	The teacher uses the available time for effective teaching

	Facet D
	Professionalism

	16
	The new teacher assesses the degree to which learning targets were achieved

	17
	The future teacher assesses his or her responsibility in the achievement of results

	18
	Shows interest in building professional relationships with colleagues and takes part in school activities

	19
	Takes on responsibility for pastoral care of students

	20
	The future teacher communicates with parents or guardians

	21
	Shows understanding of national educational policies and how his or her school contribute to such policies


Appendix 2

Mean degree of importance of Competencies for Knowledge Society  (N = 75)

	Teaching Domain Competencies
	Indirectly important
	Directly important

	1, Designing teaching-learning situations for the subject-matter to be learned, and doing so in function of the students and of the development of competencies included in the curriculum
	
	

	Mastering ways of representing and formulating the subject matter with the specific purpose of making it comprehensible to others
	
	2.9

	Understanding of what makes the learning of specific topics easy or difficult; and the conceptions and preconceptions that students of different ages and backgrounds bring with them to the learning of the most-frequently taught topics and issues.
	
	2.85

	Analyzing students’ misconceptions concerning the subject matter
	2.72
	

	Planning sequences of teaching and evaluation bearing in mind the logic of the content and of the learning process
	
	2,84

	
Knowing the contents of the subject matter and its relation to other subjects
	
	2,88

	
Knowing about different perspectives and developments in subject matter
	
	2.87

	
Knowing of sources that provide information on teaching strategies and resources
	
	2.81

	Identifying key elements of the subject matter (concepts, postulates and methods) in order to facilitate meaningful learning for students
	
	2.93

	Bearing in mind representations, social differences (sex, ethnic origin, socio-economic, and cultural), needs and special interests of the students
	
	

	Choosing varied and appropriate didactic approaches when developing the competencies included in the curriculum
	
	

	
Explaining why certain teaching approaches were selected and is able to describe them
	
	2,57

	Foreseeing situations of learning that enable integration of competencies in varied contexts.
	
	2.76

	Recognising the importance for learning of student prior knowledge, interests and experiences
	
	

	
Knowing about family and cultural background of students
	2.61
	

	
Being able to describe the different ways of learning of their students
	
	2.82

	
Uses strategies to put into action student prior knowledge
	
	2.88

	2. Steering teaching-learning situations in order for the content to be learned, and doing so in function of the students and of the development of the competencies included in the curriculum
	
	

	Creating the conditions for students to become involved in situations-problems and in significant topics or projects, bearing in mind their cognitive, affective, and social characteristics
	
	2.84

	Establishing a learning orientation by starting lessons and activities with advance organizers or previews
	2.65
	

	Presenting the subject matter in networks of knowledge structured around powerful ideas
	
	

	
Making it obvious that learning of subject matter is essential
	2.17
	

	
Establishing a learning environment that invites students to thinks and act autonomously, even at the risk of error
	
	2.88

	
Using teaching approaches that allow for more than one response or that invite thinking about different possibilities
	
	2.9

	Making available to students the resources necessary in the learning situations proposed
	
	2.78

	Giving students opportunity to learn, dedicating most of the available time to curriculum activities
	2.59
	

	Questioning to engage students in sustained discourse structured around powerful ideas 
	2.68
	

	Guiding students in selecting, interpreting, and understanding the information available
	
	2.9

	Shaping students’ learning by means of frequent and pertinent strategies, steps, questions, and feedback, so as to help the integration and transfer of learning
	
	

	
Providing correct, substantive and timely feedback to students
	2.74
	

	
Adequate monitoring of student understanding
	2.72
	

	Giving the students sufficient opportunities to practice and apply what they are learning and to receive improvement-oriented feedback
	
	

	
Providing all students with opportunities to learn
	
	2.96

	3. Evaluating learning progress and the degree of acquisition of students’ competencies in the subject matter to be learned:
	
	

	In a learning situation, managing information in order to overcome student’s problems and difficulties, and to modify and adapt teaching to sustain students’ progress
	
	

	
Flexibly altering learning activities according to feedback received
	
	2.87

	
Explaining how teaching will be changed according to feedback received
	2.72
	

	Monitoring students’ progress using both formal tests and performance evaluations and informal assessments of students’ contributions to lessons and work on assignments
	
	2.78

	Constructing or employing instruments to enable evaluation of progress and acquisition of competencies and skills
	
	

	
Planning learning sequences and assessment procedures taking into account both subject matter and learning processes
	
	2.84

	Communicating to students and parents, clearly and explicitly, the results achieved and the feedback concerning progress in learning and acquisition of competence
	2.66
	

	Co-operating with the teaching staff to determine the desirable rhythm and stages of progress in the training cycle
	
	

	
Exchanging ideas with colleagues regarding the appropriateness of the available pedagogical and didactic options 
	
	2.93

	4. Planning, organizing, and supervising the way the group-class works, in order to help students learning and socialization processes:
	
	

	Defining and applying an effective working system for normal class activities
	
	2.78

	
Providing students with explicit information on how lesson time will be distributed 
	
	2.18

	Communicating clearly to students the requirements of correct school and social behaviour ensuring that they adopt them
	
	


	Fostering students’ participation – as a group and as individuals – in establishing the norms to work and live together in the classroom
	
	

	
Fostering student participation by having everyone participate in the generation of behavioural norms, or at least insuring they are known by all
	2.74
	

	Adopting strategies to prevent incorrect behaviour cropping up, and intervening effectively when it does
	
	

	5. Adopting teaching to student diversity
	
	

	Designing learning tasks adapted to students’ possibilities and characteristics
	
	2.89

	Foreseeing learning situations that allow for an integration of competencies in different contexts
	
	2.76

	Organising different learning rhythms adapted to students’ possibilities and characteristics
	
	

	
Setting learning objectives that allow for a wide spectrum of cognitive processes
	2.73
	

	Organising heterogeneous groups for students to work together
	2.54
	

	Helping the social integration of students with learning or behavioural difficulties
	
	

	Seeking pertinent information regarding students’ needs
	2.74
	

	Participating in the preparation and implementation of a plan of adapted performance
	
	

	6. Integrating the technologies of information and communication into the preparation and development of teaching-learning activities, classroom management, and professional development.
	
	

	Adopting a critical and well-founded attitude to the advantages and limitation of ICT as medium for teaching and learning for society
	2.7
	

	Evaluating the pedagogical potential of ICT
	
	2.86

	Using a variety of multimedia tools for communication, using the ICT effectively to investigate, interpret, and communicate information, and to resolve problems
	
	2.81

	Using the ICT effectively to set up networks of exchange related with the subject taught and its pedagogical practice
	
	2.81

	Helping students use the ICT in their learning activities, to evaluate such use, and to analyse critically the data gathered by these networks
	
	2.86

	7. Communicating clearly and correctly, both oral and written, in the different contexts related with the teaching profession:
	
	

	Using the appropriate oral language when addressing students, parents, or colleagues
	
	

	
Presenting clearly the purposes of each lesson
	
	2.85

	Respecting the rules of written language in documents aimed at students, parents and colleagues
	2.54
	

	Knowing how to take a position, and maintain one’s ideas and discuss coherently, effectively, constructively and respectfully.
	
	2.80

	Using questions to stimulate students to process and reflect on content, recognise relationships among and implications of its key ideas, think critically about it, and use it in problem solving, decision making, and other higher-order applications
	
	2.96

	Communicating ideas rigorously, using precise vocabulary and correct syntax; correcting errors made by students in their oral and written work; constantly, seeking to improve oral and written experience
	2.54
	


	School Domain Competencies
	Indirectly important
	Directly important

	1. Co-operating with the school staff, with parents, and with the various social agents to achieve the school’s educational targets:
	
	

	Co-operating with the other members of the school staff in defining targets, and in the preparation and putting into effect of projects on educational services
	
	2.83

	Promoting participation and the flow of relevant information to parents
	2.62
	

	Encouraging student participation in the management of the school and its activities and projects
	
	

	2. Working in co-operation with the other members of the teaching staff in tasks enabling the development and evaluation of the explicit competencies of the training plan, and doing so in function of the students:
	
	

	Knowing which are the situations requiring collaboration with other members of the pedagogical team for the design and adaptation of teaching-learning situations and the evaluation of learning
	
	2.93

	Working to achieve the required consensus among the members of the teaching staff
	
	


	Professional Domain Competencies
	Indirectly important
	Directly important

	1. Acting critically as a professional, interpreting the objects of knowledge or culture in performing one’s functions:
	
	

	Identifying the core issues and the axes (concepts, postulates, and methods) of knowledge in the subject in order to facilitate students’ meaningful learning
	
	2.93

	Critically distancing oneself from the subject taught
	
	

	
Reflecting about practice and acting upon the results of such reflection
	
	2.88

	Explaining adequately the degree to which students achieved desired learning targets
	
	2.75

	Establishing relationships between the cultural background embedded in the prescribed curriculum and that of the students
	2.6
	

	Making the class a place open to multiple viewpoints
	
	2.82

	Taking a critical look at one’s own origins and cultural practices, and at one’s social role
	
	

	Establishing relationships among different fields of the subject matter knowledge.
	
	2.88

	2. Becoming involved in an individual and collective project of professional development:
	
	

	Evaluating one’s own competencies and adopting the means to develop them using available resources
	
	2.87

	Exchanging ideas with colleagues about the suitability of pedagogical and didactic options
	
	2.93

	Reflecting on one’s practice, and putting the results into practice
	
	2.88

	Encouraging colleagues to participate in research aimed at the acquisition of competencies set out in the training plan and educational targets of the school
	
	


	3. Acting ethically and responsibly in the performance of functions:
	
	

	Being aware of the values at stake in one’s performance
	
	

	
Attributing learning mainly to factors related to the teaching-learning process
	2.56
	

	
Interpreting student learning difficulties as a challenge to be met
	
	2.91

	Dealing pedagogically with student negative comments
	
	2.82+

	Encouraging democratic conduct in class.  Giving students due attention and support
	
	2.85

	
Allowing for differences in postures and points of view among students
	
	2.82

	Keeping high expectations:  believing that the students are capable of learning and that they are capable of and responsible for teaching them successfully
	2.74
	

	Explaining, in function of the public interest, the decisions taken concerning students’ learning and education
	2.58
	

	Respecting the confidential aspects of the profession
	
	

	Avoiding all forms of discrimination by students, parents, and colleagues
	
	

	Making judicious use of the legal and authorized framework governing the profession
	
	

	
Knowing about national educational policies related to the curriculum, contractual obligations of teachers and quality management
	2.67
	


� This paper is a modified version of earlier papers on the subject of teacher education in Chile prepared for UNESCO (Avalos, 2003) and the World Bank / DFFID Project “Learning to Teach in the Knowledge Society” (Avalos, 2004). 


� Secondary education covers ages 14-17 years and is delivered in two streams:  arts/science and technical/vocational.  There is no preparation of teachers for the technical/vocational stream, but new programmes are beginning to provide pedagogical in-service preparation for technical staff in these schools.


� They belonged to seven public universities and two private ones.  Also involved was a group of lecturers in Education at a private university.  


� Due to the influence of a group of German professors who were contracted to staff the newly created Institute, the favoured pedagogy under which teachers were prepared at the time was inspired in Friedrich Herbart’s education.  This German influence remained strong until well into the twentieth century.


� This programme stopped with the taking over of the Technical University by the Military Regime and no other programme has since been established in its place.  This means that there is no specific pre-service preparation of teachers to teach in technical secondary schools.


� The Universidad Metropolitana de Ciencias de la Educación (UMCE).


� For details of how the programme was set up, developed and its achievements see Avalos (2005). 


� Interviewed for the study on Secondary Teacher Education in Chile, Learning to Teach in the Knowledge Society (Avalos, 2003).


� More recently, a consortium of teacher education programmes has been formed under the leadership of the Ministry of Education.  The consortium was instrumental in producing a document of commitment to the improvement of teacher education that was signed by almost all heads of institutions with teacher education programmes. 


� Though a substantial number of student teachers elect to specialise in the teaching of English and Physical Education this is probably because they foresee other job opportunities such as working in Language Schools or Gyms.


� This is confirmed by recent accreditation visits of secondary teacher programmes that show a very strong emphasis on content knowledge and a weak preparation in pedagogic content knowledge as well as in the amount of time and quality of supervision provided for practicum experiences.


� Most students belonging to these groups attend the publicly funded municipal schools and a few of the private subsidised schools.


� Currently, most Basic Education teachers are prepared as generalists and with this preparation encounter difficulty in teaching years 5 to 8 of the Basic School.


� Two experimental applications have already taken place and there has been some degree of conflict with the Teachers’ Union in relation to how teachers who are consistently evaluated as ineffective will be treated.  


� These standards are included in the criteria used for the accreditation of teacher education programmes.


� As found in the review by Marcelo García (n/d) prepared for the study on Teaching in the Knowledge Society (World Bank & DFFID) and J.M. Moreno’s adaptation of Martinet, Raymond and Gauthier’s Roadmap of Teacher Competencies for a Knowledge-based Secondary School, in the conceptual paper for the Learning to Teach in the Knowledge Society Project. 


� Within a scale of 1= no importance, 2=indirectly important and 3=directly important, competencies with a mean of 2.75 or higher were considered as “directly” important and those with a mean between 2.74 and 1.75 as “indirectly” important.  Very few of the competencies in the list were rated as non important, and so are not included in the table.


� Personal recent participation in an accreditation visit to the secondary teacher preparation programmes at this university confirms the perception of a very strong disjuncture among those involved in the delivery of this preparation.


� Learning of a variety of science courses in the fields of biology, geology, physics, and others; or in the case of social sciences, having to integrate geography, history, civics, ecology (all taught in separate departments) in order to teach the school curriculum.  This problem affects both teachers prepared in the consecutive and concurrent programmes given the lack of planning together of the different departments involved.


� At an accreditation visit we asked a group of history specialists whether they ever visited their students during their practicum experience to assess their content knowledge delivery, to which they responded:  “what a good idea, it hadn’t occurred to us”.


� There are a few examples due to personal initiatives of academic specialists that go in this direction as for example, a joint project to improve science teaching in schools that involves a science academic at the University of Chile and teacher educators.  


� Many such actions are currently taking place such as engaging in preparation for accreditation of programmes, engaging in inter-institutional collaborative work to improve the teacher education curriculum for Basic Education, and organising meetings to discuss issues related to teacher education. 
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