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Brazil is undergoing a series of educational reforms following recently established nationwide educational policies. Most of these policies are grounded on research related to how teachers learn to teach and to professionally develop themselves. These reforms encompass pre-school education, primary and secondary schools (K-11 or currently, since 2006, K-12), taking into account different regional and local contexts. More recently (2002 onwards), they have also started to encompass higher education teaching by means of new national curriculum guidelines focusing on teacher preparation, certification programs, and baccalaureate courses. The higher education reforms involve critical analysis of the formative processes of different professions, as well as the establishment of curriculum guidelines for all courses, grounded in educational literature which emphasizes processes of teaching and learning directed towards the construction of knowledge, thus overcoming the obstacles presented by the transmission-reception model. College/university teachers may as well be considered the pillars of the new Brazilian reform of higher education. 

Professional education currently faces a crisis common to all professions: new profiles are being established; new competencies demanded in order to face the actual complexity of the problems; and the importance given by different institutions and organizations to ethics and social responsibility generate new demands that must be dealt with. But exactly because the guidelines are grounded in recent literature, which deals in terms of learning to teach processes, we face a peculiar scenario in Brazilian universities: the same teachers who have been formed by, and according to, the paradigm of technical rationality are the ones required to foster formative processes under the newer paradigm. If, from a certain angle, we can argue that these professionals will be able to perceive the limitations and difficulties provided by the paradigm of technical rationality, and by doing so will be able to overcome them, by another, we must consider that these teachers have developed their pedagogical practice and have acquired autonomy and self-confidence under the previous paradigm. A certain amount of resistance when it comes to following the newer paradigm should be expected, as well as difficulties in the reconstruction of teachers’ previous courses having as reference a new way to understand teaching and learning. 
In Brazil, as previously mentioned, conventional methods based on the transmission-reception model are dominant. Lessons are frequently set up as expository lectures, sometimes involving the aid of practical demonstrations as well as the supportive use of a variety of media. Content is exposed through these expository lessons, and student development is measured through examinations that evaluate the memorization of facts, information, formulae and procedures. Teaching, in that way, is understood as the management of a group of techniques that are available for the teacher to use. The curricula are linear, sequential and compartmentalized. The sequence of courses is established so that courses related to the basic sciences are taught first, followed by courses on applied sciences, ending with the practicum. Each course’s content is transmitted as if it were an autonomous block of knowledge, with the students left on their own to find cohesion in grouping a series of blocks. Not infrequently, teachers themselves do not know in what way the blocks fit together, since they’re exclusively dedicated to their own block and unable to answer, if questioned, what kind of professionals they are supposed to be educating.
Institutional culture can also provide an obstacle for the use of methods which favor the development of professional attributes such as autonomy, creativity, exchanges between peers, inquisitiveness, etc. – and much more so if the institution is involved in research. What can in fact be observed, though, is individualism, competition and the isolation of teachers’ works, with dire consequences for the flourishing of teaching and learning processes compatible with the news guidelines for higher education. As previously mentioned, the majority of the faculty in universities has no pedagogical preparation (either pre-service or in-service). Usually these teachers teach exactly the same way they were taught, reproducing the same models of teaching to which they were subjected. The teachers consider this process immune to questioning.
It can be said that innovation and alternative ways to prepare teachers for different modalities of teaching are the main objectives of the guidelines and the focus of this study, which seeks to investigate the conceptions of innovation underlying the Brazilian educational debate. Such conceptions take into account what the literature labels as the ‘knowledge society’, with its characteristics of spreading and deepening and socializing knowledge in real time through Information and Communication Technologies – ICTs. 
Authors such as Drucker (2000), Senge (1996), Kanter (1996), Imbernón (2000), and Shulman, for example, present some important ideas to be considered when it comes to investigating the meaning of the concept of innovation. As examples of these ideas, we can mention: the diagnosis of society, teachers and students needs; rethinking of the goals concerning citizens’ education in face of a changing society; the up-to-dateness of knowledge in different fields; the mastering and use of Information and Communication Technologies; the notion of lifelong learning; the implementation of decentralization in organizational processes of decision making; commitment of faculty with processes of change; the construction of partnerships; curriculum revision and the teachers’ new roles in current contexts; the concept of “teaching as a community property” (Shulman, 2004), meaning actions engaging faculty and students in the development of new models and possibilities; the development of learning communities; acknowledgement, commitment and valuing diversity as a cultural and pedagogical process; and implementation of new methodologies pertinent to new educational goals. Starting from a theoretical frame which draws from contributions of the aforementioned authors, we identify and analyze the impact of these ideas in three innovative experiences in teacher education recently developed in the Brazilian context: 
a) A collaborative partnership between a public university, a public primary school and a public founding research agency – the Public Teaching Program, sponsored by the FAPESP – as an educational policy of continuing teacher education in the workplace, and as an educational policy of research on professional learning and development of teachers and schools; 
b) A graduate course developed in the distance education modality, aiming the preparation of teachers of different content areas in higher education; and 
c) The curriculum revision of some higher education programs, implementing differentiated formative processes, all focusing on teacher educators. Such experiences were developed in spite of the curriculum contexts and organizational structures usually present in the Brazilian educational reality, mostly grounded in the technical rationality model.
In this paper, after each of the innovative experience in teacher education, we present its findings and contributions.
a) The Public Teaching Program
The Public Teaching Program was created in 1996, supporting research aiming to promote and to investigate the improvement of the quality of public teaching (pre-school and k-12) in São Paulo State. The program encompasses projects that contemplate concrete teaching problems detected in specific school contexts. 


The investigations linked to this Program must be developed through partnerships between research institutions / universities and public schools, and aim the development of innovative pedagogical experiences that offer contributions to the schools and public policies, on top of being investigations of learning processes (individual and collective, from faculty and from students). What follows is an overview of one of these projects. 
The research project here reported was conducted during 1996-2003 by a public university in partnership with an elementary public school, both from the city of Sao Carlos/SP/Brazil, and concerned a thematic program of applied research.


Aiming the promotion and investigation of teachers’ professional development processes, the research’s chief concerns are expressed through the question: 
‘To what extent a partnership process that considers reflection on the pedagogical practice as its axis of development and implies intervention/action of constructive-collaborative nature in the workplace allows us to know, understand and promote professional development processes of schoolteachers? “

This question was investigated in two phases, which corresponded to two interrelated projects. The first was developed during 1996-2000 and the second during 2001-2003. The specific research question that guided the investigation during the first phase was: 

“How may a constructive-collaborative intervention (that draws on the reflection on the teachers’ practices in their workplace) be considered and used as a successful strategy for improving pedagogical actions in ways to overcome school, teacher, and student failures?”
The research’s goals, in this phase, were to: 

a)acquire knowledge about the professional development of teachers and the best way to investigate such issue; 

b)promote the professional development of teachers by means of reflection on the pedagogical action according to the assumptions of the constructive-collaborative approach, centered in the school; 

c)assess the formative and investigative tools constructed and utilized; 

The following research questions, originated from the former one, guided the second phase of the investigation: 
“How do elementary schoolteachers ‘translate’ the knowledge base for the first four grades of the elementary school – collectively constructed by means of collaborative work involving a university-public school partnership? How does this ‘translation’ address the knowledge base in the explanation of the curriculum contents having the Brazilian National Curriculum Standards’ cross-themes as its axis?”

The goals of this phase were to: 

a)analyze different individual ‘translations’ of the constructed school collective project, taking into account the knowledge base (specific content knowledge of different subject matters that compose the curriculum of the elementary school) related to the individual projects of each schoolteacher and their pedagogical practices; 

b)analyze how the schoolteachers perceive the contributions of a constructive-collaborative work, involving individuals and groups, to their professional development processes; 

c)analyze the contributions, to the school as a learning community, of different individual ‘translations’. 

This report aims to offer an overview of the whole project, presenting some basic theoretical and methodological frameworks, the general characteristics of the research as well as some of the results obtained. Emphasis will be given to the intervention strategies, which characterize the collaborative partnership dynamic constructed by all participants – public school and university
.


The adopted orientations were drawn from literature regarding: teachers’ professional development processes; teachers’ thinking; inquiry and collaboration in teacher education; communities of learning; the models of knowledge base for teaching and the pedagogical reasoning process; the reflection considered as a conceptual orientation; the learning-in-context theory and organizational learning. 

A constructive-collaborative approach (Cole & Knowles, 1993) was adopted, which presumes that an improvement in teaching quality to overcome school and student failure implies the natural and voluntary participation of teachers in the discussion of alternative propositions aims to accomplish such goals. Such an approach implies, amongst other assumptions:


-The concept of teachers’ professional development considered as part of a continuum that seeks to establish connections between initial and continuing teacher education (Calderhead, 1996; Zeichner & Noffke, 2001)


-The valuing of the teachers’ professional development processes, of contextual and organizational aspects, orientated towards change, and combining the individual and collective dimensions of the pedagogical activity (Schoenfeld, 1997);


-The construction of teaching knowledge as a result of the dialectical relation between the individual and the collective (Zeichner & Noffke, 2001);


-The inquiry-reflection principle (Knowles, Cole, & Presswood, 1994), which, amongst others: facilitates the teachers’ understandings about their pedagogical practices; considers the collaborative nature of the roles impersonated by their peers; acknowledges the specificity of the pedagogical practice as requiring non-standardized solutions; admits the influence of teachers’ conceptions in the understanding of classroom events and in their teaching practice; enables the development of personal and professional autonomy; 


-The need to establish a base knowledge that makes professional development possible (Shulman, 1996,1987);


-The consideration of processes of pedagogical knowledge content construction in different subject matters(Shulman, 1996,1987);



-The notion of school as an organization that learns(Argyris & Schön, 1996);


-The construction of teachers’ professional empowerment processes (Darling-Hammond, 1994);


-The nature of personal theories of teachers (Clandinin & Connely, 1996), with emphasis given to the importance of these theories in the construction and reconstruction of different kinds of knowledge.

-The consideration of translations and transpositions of educational public policies related to schools and classrooms (McDiarmid. 1995; Torres, 1999).
The participants were a group of 23 professionals from a public elementary school (20 schoolteachers, the principal, the pedagogical coordinator and the library assistant) and 5 researchers from the university.  Schoolteachers received scholarships.
The investigation contains elements of action-research in the understanding of action oriented by research, and research based on action, reflection, and decision-making processes, as well as on self-evaluation (Bayne-Jardine, 1994). Reflecting the theoretical orientation, the methodological approach includes descriptive and analytical studies, follow up studies, ethnographic studies, case studies, and the use of several data sources (observation, participant observation, diary entries, interviews, collective interviews, students’ portfolios, oral and written narratives, document analysis etc.), pertinent to each of the issues studied. From the first year of the project on, strategies for the promotion and investigation of learning and professional development processes, called by the group as teaching and learning experiences, were progressively constructed. Teaching and learning experiences are projects developed collaboratively (school teachers and researchers), here considered as formative and investigative tool in order to provide answers to the problem under investigation. 

These strategies proved themselves to be powerful tools for promoting and investigating professional learning, allowing reflective processes in different moments and contexts, and providing data that answered the research’s questions. They are here considered as investigative and formative tools.

The following experiences were developed: Knowing the school students; Teaching and Learning Portuguese; Teaching and Learning Mathematics; Teaching and Learning Science; Constructing the school knowledge base:” What my students must know?”; School-family interactions: “Let’s help our children”; Assessing and attributing grades to our students: a report of teachers’ difficulties, dilemmas and expectations; School library,  the searching for references and the creation of spaces of knowledge; Hearing and telling stories: children literature in perspective; Telling stories in the schoolyard; Knowing and interpreting the Brazilian National Curriculum Guidelines; Specifying pedagogical discourse versus contrasting personal and collective theories; Personal and professional stories: searching for individual and collective meanings; Constructing a shared school knowledge base for all the subject matters; Sharing Professional lives; Translating a collective project into classrooms practices: the Water Project; the Cultural Diversity Project; the Health Project and the Sexual Education Project..
These experiences were diverse and sought to encompass different aspects of the teacher’s work in order to make possible the investigation of the teachers’ professional development processes, their ways of thinking and constructing their practices, as well as the promotion of such processes. Each of them constitutes a descriptive and analytical study. The data are predominantly of qualitative nature: we dealt, predominantly, with narratives. 

We present here some of the findings and contributions of such innovative way to promote and to investigate learning and professional development of schoolteachers: 
-The teachers considered the construction of pedagogical content knowledge as the most important element necessary for ‘learning to teach’. The poor mastering of the specific content knowledge, however, seems to influence the quality of the teachers’ professional learning processes where the construction of the pedagogical content knowledge is considered. The specific content knowledge of different subject matters seems to be, on one hand, the nucleus, and on the other, a fragile focus of the delimitation of the knowledge base. Most of the teachers, however, overcome many of the difficulties presented at the beginning. 

-The professional dimension of the schoolteachers’ and the knowledge base for teaching adopted by the teachers are grounded in two content areas: Portuguese and Mathematics, in that order, even when the teachers themselves presented difficulties to master the contents related to these areas. 

-Regarding the engagement of the teachers in the process of reflecting on their practice, it was observed that when the matter of discussion was related to the foundations of their teaching, the debates, proposed questions and answers sought were marked by intense participation. From the teachers’ point of view, the pedagogical practice belonged to their professional domain, while theories were left to the professional domain of the researchers. 

-The concepts verbalized were analyzed through what is considered a reflective process. There are hints of the existence of different levels and types of knowledge, suggesting that the axes or continua identified may be interpreted considering reflection as conceptual orientation. 

-The most evident difficulties were related to processes of implementation of educational public policies, the majority of which did not reach the school and the classrooms: they  contain language, format, and concepts of difficult comprehension.

- The teaching and learning processes observed were not linear, continuous, uniform and predictable. The experiences did not affect the teachers with the same intensity, nor can it be said that they have broken with the different types of resistance presented. The ‘teaching and learning experiences’ became important ‘learning to teach’ and professional development tools, since they offered all of the project participants concrete situations on which their different types of knowledge could be triggered and related. Their doubts were highlighted, their certainties put to proof, and their implicit theories challenged. By using these experiences it was possible: to analyze the teachers at different stages of their professional learning process; to understand specific learning by the teachers in specific contexts that challenged them to reflect, verbalize their beliefs, and describe their practices, taking experience into account; to construct situations of reflection-on-action with narratives that made beliefs, values, and knowledge evident; to visualize everyday school situations that require decision making, interpretation, evaluation, and the elaboration of new plans of action from the teachers and, in a non-intrusive way; to access the classroom processes effectively developed by the teachers. 

-In spite of the idiosyncrasies and difficulties faced by all the participants the gathered data evidenced that the developed teaching and learning experiences allowed beliefs related to teaching learning processes and students´ learning styles to be verbalized and, in some cases, modified as well as provided room for conceptual problems and misunderstandings related to specific content knowledge of different subject matters to be faced, revised, and overcome. 

-The schoolteachers created diverse strategies in order to deal with different contents and looked for varied and unusual sources of information and a huge emotional involvement of the schoolteachers and other members of the school community in the development of the project were observed. 

-The individual exposition to analysis of the broader group; the existence of common themes that directly involved all the schoolteachers;  the existence of time for discussion (amongst peers, inter and through the classrooms/grades and with the participants from the university); the creation of space and opportunities destined to put under proof their practices, facing multiple possibilities of failure, were all factors that contributed to the success of this experience, regardless the difficulties and specificities of the teachers´ professional learning processes.

b) A graduate course developed through distance education modality aiming at the preparation of higher education teachers of different content areas.

The aforementioned course involved interdisciplinary work, knowledge construction, publication, interaction among participants, and participation in virtual communities. The course—named Formacão de Professors em Ambientes Digitais (Teacher Education in Digital Environments)—was taken by 19 students and facilitated by three teacher educators and two monitors. Its goals included: knowledge production through research; pedagogical training of higher education teachers to develop virtual environment activities; integration of knowledge from different fields in an interdisciplinary perspective; interaction among group participants in view of creating a collaborative network; use of digital technology to produce texts, individually and in teams; access to digital scientific databases; participation in virtual learning communities and discussion groups.

The content comprised the following themes: (a) analysis of paradigms and educational conceptions subjacent to relevant teacher education projects in digital environments carried out by different institutions, as well as methodologies and technologies integrated with project development; (b) analysis of projects—through virtual access and examination of digital environments supporting activities, access to scientific databases—followed by debate with professionals in charge of them. To this end the participants were encouraged to study the literature on distance education and teacher education.
The methodology was composed of three broad strategies: (1) group meetings; (2) use of TeEduc-supported activities; and (3) documentation of production.

1. Three physical group meetings were held: (1) the first one, at the beginning of the course, was held to discuss the participants’ (students and teachers) expectations about the course, its syllabus, methodology, and evaluation process. This plan was publicized in total at the TelEduc platform under Course Dynamics, which favored its continued reassessment whenever necessary, e.g., to clarify the place and relevance of an activity in the global proposal; (2) the second meeting, at midpoint, was held to evaluate the process with respect to learning as well as research; (3) the third meeting was held at the end of the course to evaluate the course.

2. During the course the TelEduc platform
 was used to support interactions because it presented outstanding possibilities of communication, mediation and collective knowledge production. This computational tool comprises the following features: schedule, bulletin board, activities, support material, chat room, discussion forum, individual and group portfolios, in addition to those features needed to run the course.

3. The students produced reports on their on-line explorations of distance education courses found at the Internet, carried out interviews, commented and wrote essays on them, thus generating reference material for future publication. The contents and artifacts were developed through virtual interaction and made available by means of the students’ and groups’ portfolios according to their nature.

The evaluation process was composed of continued feedback on the activities, insertions at TelEduc, participation in forums, chats, commentaries on texts produced by other students and included in their individual and group portfolios. This feedback was given to the participants by the educators, monitors and the students themselves, depending on the occasion.

One of the most remarkable aspects was the students’ evaluation of the course. In the last meeting with the participants, a group dynamics activity was carried out to evaluate the course and to elicit their opinions about the viability of a distance stricto sensu graduate course, and the answers were highly positive. One aspect highlighted by the students was the promotion of self-directed learning through independent research, significant learning of information and development of references that allowed the re-contextualization of practice in other situations, using theory constructively and in new ways.

The role played by the teacher educator in this process should also be remarked. While acting as a guide to the students, the educator allowed them room to pursue their own interests. The educator accompanied the students, respected their moves and understood that he/she did not have to have all the answers and that everyone, educators and students, was a learner.

Then the students were asked to write sentences to express their opinions about some topics from which the attainment of the course goals could be inferred, as shown in the following examples:

· Clear orientation when proposing activities. Scheduled orientations—establishing deadlines and orientating by topics—led the students to plan for relatively short periods of time, thus creating involvement and dynamism;

· Themes addressed in the course. The themes dealt with vital aspects of teacher education in digital environments;

· TelEduc environment and tools. The TelEduc tools and environment promoted the students’ work and interactions;

· Strategies and dynamics. The various strategies and group dynamics motivated the participants to participate and do our best.

The results accomplished by this course may be summarized as:

· Intense interaction among educators at physical and on-line meetings, especially through asynchronous messages in forums whose data were saved for analysis;

· Systematic observation and subsequent analysis of mediation of the platform tools helped the educators to accompany and orientate the participants;

· Use of distinct languages to stimulate the students to express their feelings and perceptions in relation to proposed challenges, which demands further investigation so as to expand their use in other courses.

Some verified problems deserve notice. One of the most difficult activities, which demanded the most attention from the educators, was to orientate—through TelEduc tools—the students in the production of scientific texts from theoretical and practical material elaborated in cooperation with other students. It would be naïve to suppose that difficulties present in ordinary courses would be minimized in a 4-month distance course.

The educators’ and monitors’ workload in this course was much greater than that needed to teach regular classes, which demanded a team of professionals with greater time availability. In addition, in order to have a distance course with an attractive design and that integrated different languages and activities it was necessary to count on other professionals with adequate technical competencies, such as web designers, script writers etc.

c) Revision of some higher education curriculums implementing differentiated formative processes, focusing teacher educators.

Innovations in higher education usually comprise the introduction of new courses in the curriculum, e.g., informatics in most programs, entrepreneurialism in business administration and economics, creativity in engineering, technology in most health-related programs, use of computers to gather information (Internet), project design, precision and safety procedures in labs, support to regular courses, creation of distance courses, formulation of the Plano de Desenvolvimento Institucional (Institutional Development Plan) and of the Projeto Pedagógico (Pedagogical Project), and creation of the Comissão Própria de Avaliação (Local Evaluation Committee), in accordance with the directives of the Ministry of Education.


What can be said about these innovations? Innovations in higher education are only those that promote changes that affect key points in its organization. Some examples are innovations that attend to broader educational goals than just the development of cognitive aspects and encompass the promotion of skills (or human and professional competencies) and attitudes.

Significant innovations affect curriculum organization and flexibility to address the exigencies of a new pedagogical project or new educational goals for higher education graduates. These innovations restore the role of courses as components of a curriculum, promote interdisciplinarity, replace traditional methodologies for new technologies that favor the attainment of diverse educational goals, motivate students to learn, be responsible for their learning, explore new technologies (informatics, telematics, Internet etc.) that enable education beyond the classroom. In addition, these innovations re-examine the evaluation process, the role played by the pedagogical mediator between the students and their learning, encouraging teamwork, partnerships and co-responsibilities; these innovations prepare and encourage teachers to take part in and commit themselves to the new projetc and support them during its implementation.

We have found innovative models that respond to the aforementioned characteristics in some higher education programs in Brazil. For instance, a dentistry college in Fortaleza (CE) has adopted a new curriculum to prepare dentist-surgeons inspired by the medical education program of McMaster University, Hamilton, Ontario. This model has also been adopted by the Harvard Medical School for over 10 years with excellent results.

What does this project comprise and what are its strong and innovative points? It is based on self-directed instruction, emphasizes the kind of active learning that values ethics and sensitivity to patients’ needs and concerns, promotes the students’ capacity to seek new knowledge. It is a process of guided discovery and promotion of interactive learning in small groups: from the very first day students receive stethoscopes and begin their practical learning activities guided by a physician and teacher.

Groups of 8-10 students and a coordinator-teacher work together on one of the major themes of the medical program during 12 weeks. Each member of the group does bibliographical research and later discusses the newly gathered information with the other team members and coordinator. If necessary, specialists are invited to give more detailed explanations, complement with information and solve doubts. On top, all the courses/subjects belonging to the curriculum concur to this major theme.

The courses/subjects are not taught in a juxtaposed or fragmentary way. Subjects are not taught or learned separately or because they are important per se, but because they have information and skills necessary to understand or explain a given health issue or disease as well its etiology, prevention or therapeutics.

Strategies are selected so as to promote the students’ participation in debates, observation followed by discussion, reading, research and practical activities with patients, simulated activities, and discussion of cases after observing them through closed TV circuit. There are no longer lectures to large classes.

The students study all year long. There are no tests or exams. The evaluation process is on-going, offering feedback on all activities performed by the students. It exists to help students to learn, not to find out what they have not learned, much less to expose what they have not learned to flunk them. Contrary to other traditional systems where tension rises exceedingly during the period of exams, in this system tension is tolerable and continued because students are expected to work (by other group members and educators) and bring information to the discussion meetings to promote the learning of the group. The feedback may come from the students themselves (self-evaluation), from group members (peer evaluation), educators and patients with whom the students interacted during their college years.

The curriculum is totally redesigned within the regular medical program. The educators-coordinators work in teams based on the program goals, which are acknowledged by all. This and the aforementioned changes followed some principles that revolutionized some truths regarded then as untouchable:

1. Student should be placed in contact with professional practice from the very beginning of the program and not just from the third year on—as usually happens in medical schools, thus leaving the first two years to the teaching of basic courses. It is well known that this way of seeing and designing the curriculum makes it very dull to students;

2. Theoretical prerequisites to practice should be overcome. It is also well known that theory and practice can be integrated and thus facilitate knowledge construction;

3. Knowledge does not have to be acquired in a logical and sequential mode. Many times the psychological order that deals with impacts, novelties, conflicts, problems, interest and motivation promotes more significant learning;

4. Knowledge is constructed in networks and not just linearly, i.e., departing from the fundamentals of science. It is possible today, not only at the university, but at the previous levels as well, to teach contemporary physics based on everyday problems and issues that interest students and return to primary and fundamental notions and theories whenever necessary;

5. Personal responsibility for studies and professional training as well as ethics in relationships with classmates, teachers, patients and society are the pillars of this educational innovation and, again, do not constitute separate courses/subjects, but are present throughout the program.

The medical schools in Bauru and Marília (São Paulo State), Londrina (Paraná), and the Public Health College in Fortaleza (Ceará) have adopted PBL (Problem-based Learning) as their educational paradigm. PBL has been conceived not as a novel instructional methodology, but as a new curriculum paradigm, with a well defined curricular philosophy and with quite clear professional education goals. Its curricular philosophy proposes the development of self-directed learning in a collaborative learning context, from problems that are formulated by the program participants, following explicit educational goals.

These problems indicate the curricular organization model, no longer determined by the courses/subjects, but by modules or cycles in which the basic sciences are taught in integration with the clinical courses. It intends to prepare health professionals with inquisitive disposition, lifelong learning habits, empathy towards patients, ability to articulate prevention and therapies, and sensitivity to social demands and policies in the health area.

This paradigmatic aspect of PBL should be highlighted because in several papers, articles, experiences and discussions only the methodological-technical aspect of PBL is addressed. This results that PBL implementation projects in different areas and educational discussions focus more on technical issues about problem-writing, problem-solving steps, chronograms, time and content coverage than on the exam of the educational philosophy that supports these techniques, the commitment to its goals or the training of teachers and students to work with this new proposal and take up its principles.

The core components that make this paradigm work are:

· Problem-initiated learning, teamwork facilitated by a tutor, individual work, evaluation of student performance, and organization of learning units. As suggested by the name of the paradigm, the problem is at the center. It is the description of a real phenomenon, which has to be explained by the students in terms of subjacent processes and principles. The problem is presented without previous information explaining it;

· The problem is the departing point and guides the learning process. As the problem is approached, it’s the students’ responsibility to draw the learning goals to be pursued, select the sources and decide how the learning will occur;

· The groups are tutored, i.e., the groups are not expected to do everything by themselves. They can count on tutors/teachers to help them;

· It is up to the students to extract all aspects of the problem, elaborate hypotheses, draw learning goals, identify information sources, do research, read, synthesize information, analyze, propose solutions when asked to, evaluate themselves and each other, work individually and collectively (in small groups);

· It is the tutor’s job to present the problem, orientate the students on how to work in teams, facilitate learning throughout the process, plan the evaluation strategies and process.

Since in our college and university programs it is more usual to seek technical resources in order to solve problems, in a technical way only, the use of PBL, in many cases, has been reduced to a teaching method. The new paradigm has not been put into practice.

What can be gathered from the two aforementioned innovation models in higher education is that they present themselves as new curricular paradigms:

· They try to bring about the educational goals and professional profiles that will be developed. These objectives constitute parameters to organize the institution, programs, learning activities, and guidelines to teachers and students.

· The institutions assume a different management approach, valuing change, favoring the learning of the participants in the educational process and the teachers’ involvement in this new project, with time and space reorganization to promote learning, with adjustment of infrastructure to support the project, continued teacher education, and investment in conditions that favor the work of teachers;

· Shift from instruction and knowledge transmission to learning where learners (teachers and students) find meaning in collected information, critically reconstruct this information and produce significant knowledge; where learning does not only mean intellectual development, but also development of skills, attitudes and values;

· The curriculum is seen as an array of learning opportunities that—once considered necessary in a given context and period of time—the educational institution should ensure and organize; the organization of activities and courses/subjects in the role of curricular components, i.e., they are in the curriculum to see that students learn what is needed to become good professionals/citizens; use of time and space beyond those existing at the university, where learning is motivated and deepened; revision of methodologies and evaluation processes to address new learning proposals; curriculum as the result of conflicts, negotiations and impositions, a dynamic and contradictory structure that acknowledges and processes resistance and opposition contents. This conception is opposed to considering the curriculum as a simple technical tool and, as such, deprived of social and cultural intentionality. In short, the curriculum is seen as a project in whose elaboration, implementation and evaluation teachers and students take active part;

· Students with planned, concrete activities that prepare them and demand their participation, work, research, dialog and debate with other students and the teacher, individual and collective production of knowledge, practical work that integrates the study of theories, skills, attitudes and values that should be developed, incorporation of different fields of knowledge;

· The teacher (a learner her/himself) with the attitude of an education professional and with a new role in the learning process: a transforming, critic and emancipating intellectual; planner of learning situations; mediator and motivator of students’ learning; working in teams and in partnerships with students and other faculty, overcoming the individualism and isolation that prevails in teaching.
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