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Abstract

This paper shows the current situation of the
R&D project ‘Analysis of the training model of
secondary education teachers: identifying needs and
proposals for improvement’. This project is focusing
on the analysis, study and design of concrete
proposals to assist in decision-making processes at
two levels: (a) in the design of methodological
strategies within the teaching practice and (b) the
inclusion, where appropriate, of training models
within the framework of the subjects currently
defined in the new Master on Teacher Training for
Secondary Schools in Spain. The project started in
2011/2012 and has been performed since then
among the students of the new compulsory Master’s
Degree.

In this context, the present paper aims to study
and analyse the training needs perceived by the
students of this Master’s degree at the University of
Seville. This analysis is complemented by a study on
the monitoring reports of the Master’s degree by the
University of Seville and the National Agency for
Evaluation. The purpose of the study is to identify the
extent to which a future training program (either a
Master’s degree or any other alternative) must
provide the development of skills focused on
theoretical knowledge (contents) or the practical
development thereof (competencies, abilities, or
attitudes).

1. Introduction

Teacher education has experienced significant
changes in many European countries during the
Bologna Process of higher-education reform [1,2].
Whether the effects will be positive or negative and
what tendencies these reforms have raised in terms
of teacher education is still unclear as the empirical
evidence on the attainments in many countries is
insignificant [3,4]. In Spain, the recent launch of the
new Master’s Degree on Teacher Training for
Secondary Education, Vocational Training and
Language Teaching in a significant number of
universities has become a major challenge.

Being a teacher today does not mean the same as
two or three decades ago. Historically speaking
Teacher Training for Secondary Education has been
a neglected field and vaguely studied in comparison,
for example, to Primary Education, or to the studies
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conducted in other countries like France or United
Kingdom. This situation was confirmed in various
analyses and reports conducted internationally on the
teaching profession. The first one was the OECD
report issued in 2004 [1,5] and titled “Teachers
Matter: Attracting, Developing and Retaining
Effective Teachers”. EURYDICE published the
second report in 2004 under the title “The Teaching
Profession in Europe” [6]. In Spain, the
abandonment of the teaching profession for
Secondary Education became also visible at the
policy level. Until 2009, the existing Teacher
Training model had been regulated basically by the
Decree 1678/1969 set during Franco's dictatorship
creating thus the Institutes of Educational Sciences
(ICE), and the Order of 8 July 1971 regulating the
activities of these ICE which conferred the
Certificate of Pedagogical Aptitude (CAP), a
certificate that allowed teaching at Secondary
Education level.

As to the actual effectiveness of this model, the
results of several studies [7,8] highlight the
disorganization, the uselessness and the negative
evaluation of this training model [9,10].

During 2009, the Spanish  Government
restructured therefore the training model of
Secondary Education teachers in order to adapt it to
the European Higher Education System, establishing
a single Master’s degree (Master Universitario en
Profesorado en Ensefianza Secundaria Obligatoria y
Bachillerato, Formacion Profesional y Ensefianzas
de Idiomas - MAES), which allows teaching at this
education level. The curriculum of the MAES
consists of 60 ECTS credits, to be accomplished,
preferably, in one year. Future secondary school
teachers may access this Master’s degree once they
have completed a four-year Bachelor’s degree in a
secondary school subject (mathematics, chemistry,
physics, history, etc.). The Spanish teacher-training
model is a consecutive model; first students receive
general education in order to obtain a degree in their
specialty subject or branch of study. At or near the
end of this period of study, they enrol in a
programme of initial professional training, enabling
them to qualify as teachers. They all need to
complete 120 hours of general training, 240 hours of
more specific contents in relation to their specialty,
100 hours of teaching practice in Secondary School
and 60 hours to elaborate the final essay.
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The curriculum of the new Master’s degree is
based on a Ministerial Order that establishes the
requirements for verification of official university
degrees, which means that for the first time, the
training model for all the Spanish territory was
unified. Furthermore, reviewing the contents of this
training model it is observable that some of the
training principles discussed recently by researchers
in Teacher Education have been included [11,12,13].

Five years have passed since the establishment of
the MAES in Spain and, consequently, an evaluation
of this model is required based, among other things,
on the training needs that future teachers perceive as
necessary in order to deal with the educational
practice and hence contribute to improving the new
training process in order to adjust it to the changing
contexts in school.

2. Objectives

The overall objective of this research is to study
and analyse the training needs of the students (future
teachers) that enrolled for the MAES degree at
University of Seville. In order to complete our main
objective, the master students completed an ad hoc
questionnaire on aspects directly related to the
development of skills that are useful in their future
teaching practice, both at personal level and in
relation to their previous education. Moreover, the
research aims to provide information on these topics
and conditions which are contained in the official
reports [14] developed in the current legislative
framework to comply with the regulations (Article
27 of the Royal Decree 1393/2007 of October 29",
as modified by Royal Decree 861/2010 of July 2")
and the report posted by ANECA (Agencia Nacional
de Evaluacion de la Calidad y Acreditacion) in 2012
which reflects the findings of a nationwide survey on
the implementation of the MAES degree. All these
reports collect the opinions and the perceptions of
the members of the university community involved
in the development of the master’s degree.

More specifically we sought:

* To understand the personal and professional
reasons that have led and motivated student teachers
to enrol in the Master’s degree.

» To assess the disciplinary knowledge of future
teachers, at theoretical, practical and policy level.

* To analyse the knowledge they have on skills
for critical thinking.

* To specify the knowledge they possess in
relation to the conflict situations they may encounter
in their future practice as teachers, as well as the
ability to take decisions in order to resolve such
conflicts, and other exceptional situations.

* To know the level of normative, theoretical and
practical knowledge in relation to the wvarious
elements associated with attention to diversity.
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* To analyse the knowledge that these future
teachers have in relation to the skills necessary to
work and interact with families and the knowledge of
the socio-economic environment.

» To complete this whole analysis through the
study of the boundary conditions and other elements
involved in the processes of teaching and learning
designed in the MAES degree.

Briefly, the purpose of the study is to identify the
extent to which a future training program (either a
Master’s degree or any other alternative) must
provide the development of skills focused on
theoretical knowledge (contents) or the practical
development thereof (competences, skills, or
attitudes).

The work presented in this article is part of an
R&D project that has been conceived as a platform
for analysis, study and design of specific proposals to
assist in decision-making processes at two levels: (a)
the design of methodological strategies within the
teaching practice and (b) the inclusion, where
appropriate, of training models within the framework
of the subjects currently defined in the Master’s
Degree.

This national R&D project started in 2011/2012
and has been performed since then among the
students of the new compulsory Master’s Degree.

3. Analysis of the competencies in the
Spanish teacher-training model

The Teacher Training model, as considered
above, is structured through a general common body
of knowledge (mainly didactical and pedagogical)
and explicit subjects specializing the future teachers.
For all of them specific competences related to
teaching are established. In relation to the objectives
of this study we focused on some of them already
treated by some authors [15,16]. We define
competence as a cluster of related abilities,
commitments, knowledge, and skills that enable a
person to act effectively in a job or situation. It
produces tangible results and informs us as to the
degree of control achieved [17]. Taking into account
the definition of competence, we selected those
competencies, which we believe should be present in
the initial teacher education at this level.

We are aware that this is only an initial approach,
since the knowledge of the training needs identified
by the participants in this study can offer new
perspectives for further investigations. A ‘good
teacher’ could be described with five ‘Ps’ (practice,
profession, person, partilha - co-work, and public)
considering within the training program the practical
component, the professional culture, the personal
dimensions, the collective logic and the public
presence of teachers [18]. Among the possible
competencies, we considered those that are more
focused on teaching practice, on the individual and
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cooperative work, leaving for a further study those
that are linked to the teaching profession. The
analysed competencies are: disciplinary knowledge,
development of critical thinking, resolving problems
and conflicts in special education contexts, decision-
making  capacity, dealing with  diversity,
communication and development of collaborative
processes in the institutional framework, work with
the community and with families and, finally,
knowledge of the environment.

The disciplinary knowledge is one of the
components of specialized pedagogical knowledge
and it derives from the teacher’s ability to select and
properly analyse the subjects and from his/her ability
to adapt the meaning and to identify its social and
educational validity [19]. All closely related to the
ability to conduct a curriculum planning that includes
all components of the teaching-learning process. In
addition, such knowledge is understood as theoretical
knowledge per se, and, among other functions, has
an impact focused on practice [20].

Although, undoubtedly, in addition to acquiring
disciplinary knowledge and pedagogical and didactic
skills, nowadays, secondary education teachers are
expected to develop other specific skills to respond
to the continuing demands emanating from their own
practice as teachers. In this context, we could address
the ability to develop and create the students’ critical
thinking. Currently, in the teaching-learning process
students continue to play a passive role. Within their
traditional training, most of the time the students end
up memorizing concepts without being able to deal
with situations and problems with criticality and
reflection [21]. In this sense, and based on former
studies [22,23], we have characterized the skills of
critical thinking as: the ability of verbal reasoning
and analysis of arguments, ability to explain, to
predict and to control events of everyday life and to
reflect on them and the ability in recognizing and
defining a problem from certain data, the selection of
relevant information and contrasting the different
alternative solutions and their results. The last ability
would be closely linked to the skills that we have
noted as resolving problems and conflicts in special
education contexts and decision-making ability.

As several studies have shown the work
conditions of teaching have changed during the last
decades and consequently the teachers have great
difficulty solving, for example, conflicts in school. In
our modern societies and in the context of net-
socialization innovative elements are integrated that
mark enriching trends, although not without
conflicts, such as immigration and intercultural
relations [24].

As a result, another factor to be considered in
teaching practice that affects the initial training is the
attention to diversity covered by the Act of
Education (LOE) 2/2006. The Act states that
education is the means to encourage individual
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differences with the goal of social cohesion.
Subsequently this involves a specific support to
students with special educational needs, disabilities,
with high intellectual level, or from other countries
[25].

In this sense, research conducted in some Spanish
regions, such as Extremadura and the Canary Islands,
show that immigration is a very important
component to be considered in the planning of any
teaching activity [26]. Recent studies have shown
that almost 80% of the teachers expressed their
concern for training in intercultural education, which
only serves to emphasize the immediate need to
design training plans corresponding to this demand
[27]. It is this sense educational action should not be
installed as part of an action-reaction process, but
must be preventive and proactive [28].

Finally, one of the essential aspects barely studied
at this educational level refers to the processes of
horizontal communication between professionals, as
well as their relationships with the families of
students. In this sense, the departmental structure
should be a forum for teachers to socialize and
organize their teaching. By contrast, teachers do not
feel supported, and rarely find a place at school to
share their experiences or to discuss their concerns in
order to find a cooperative solution. Therefore,
teachers should conceive their interrelated practice
with the school as a whole and with the practice of
other colleagues. That is the reason that explains why
all aspects relating to the personal nature of teaching
practice must be taken into consideration [29],
aspects such as the participation of teachers in school
life, the collaborative work with other teachers, and
the establishment of relationships with other agents
that affect the education of students, such as families
and other professionals. These processes should be
included in the initial training of teachers and their
analysis has to be based on the needs currently
identified by teachers [30].

Regarding the relations with families, only a few
studies focus on relationships and cooperative
actions with teachers, and they are mostly focused on
primary education [31]. In this direction the studies
developed by Bronfenbrenner, Cochran and Cross
are an important benchmark within the Family
Development Credential Program. They conducted
research on the relations between school and the
family, exhibiting the differences between the
teachers’ and the parents’ perceptions in regard for
the education of their children.

Indeed, this aspect is largely conditioned by the
type of school (rural or urban), or by the socio-
economic status of students. In any case, it is very
important that future teachers require the ability to be
very familiar with the environment. According to the
same author, one of the elements that commonly lead
to failure in the educational practice is the lack of
knowledge of the environment in which teachers

1663



International Journal for Cross-Disciplinary Subjects in Education (IJCDSE), Volume 5, Issue 2, March 2014

develop their teaching (what students think, what
aspects determine the dynamics of the classroom,
etc.). Therefore, the most effective approach is to
understand the complexity of factors that influence
the dynamics of the classroom and to analyse and
evaluate the importance of each of these factors in
order to obtain the adequate climate and the learning
outcomes to be achieved [32].

4. Methods
4.1, Participants

In total 244 students (146 women and 98 men;
Mage=28.07, SD=4.73) enrolled in the generic
module of the MAES at the University of Seville,
participated during the academic year 2010/2011 in
this study. The vast majority of the surveyed students
(86.1%) chose this Master’s degree, as it is a
requirement for future teaching in Secondary
Schools after passing a state examination.

4.2. Instrument

In order to elaborate the questionnaire, 74 items
were created according to the objectives of our study.
This initial generation of the items that composed the
questionnaire was based on a literature review on the
aspects raised in the objectives of this research.
Subsequently, four experts conducted their
evaluations independently from each other in order
to discover difficulties related to the lack of
relevance of the items, as well as to the format of the
data. Several items were ambiguous or did not
possess enough information for evaluation and were
eliminated, thus respecting in total 64 items.

The failure to find a measuring instrument to
assess all the dimensions led us to create this ad hoc
questionnaire. All items are reflected in a Likert-type
scale from 1 (Strongly disagree) to 7 (strongly
agree). The reliability of the scale consisted of this
64-item scale was calculated with SPSS 18.0,
obtaining a Cronbach alpha coefficient with an
excellent value of a =.939.

An exploratory factorial analysis extracted nine
factors or dimensions that explain a total of 78,347%
of the variance of the data. The factorial structure of
the questionnaire proved to be stable and the nine
dimensions represent very relevant aspects of initial
teacher training for Secondary Education:

e Dealing with diversity

e Resolving problems and conflicts in special

education contexts

e Previous experience of critical thinking

e Communication and  development  of

collaborative processes in the institutional
framework

e Knowledge of the environment
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e  Work with the community and with families
o  Decision-making capacity
e Disciplinary knowledge
e Knowledge of critical thinking
5. Results

In order to meet the proposed objectives, this
R&D project contained four work packages (WP).

The first WP involved an analysis of the evolution
of educational policies regulating the initial teacher
training and the teaching practices in Spain. This
analysis led us to conduct comparative studies with
other European systems, for example Luxembourg,
where a two-year induction phase combines
concurrently one-year teaching practice in schools.

During the second and the third stage of our
project, students enrolled in the Master’s degree
completed the before-mentioned questionnaire. The
data collection and analysis still need to be
completed through a second and third wave at the
end of the project.

Finally, the fourth phase of the present study has
not been implemented yet and it will focus on
establishing proposals based on our results in order
to help improving the teacher-training model for
secondary schools in Spain.

5.1. Descriptive results

The descriptive analysis performed shows that in
the first dimension disciplinary knowledge, the best-
valued item is previous theoretical training. The
participants in our study claim to have a good
previous training in their discipline with a mean
score of M=5.29. But with an average of M=3.51
students report that their academic training prior to
the MAES has not provided them with sufficient
information on the prescribed legislative level in
secondary curriculum, thus forming the weak point
in this dimension. In relation to this first research
objective it appears that from the theoretical point of
view the students perceive have good knowledge of
their subjects. In relation with the practical
disciplinary knowledge participants affirm that their
level is lower than the theoretical concepts of their
subject. As for the set of rules in their subject
(curriculum) the results indicate a clear deficiency
among students of MAES. Concerning the average
score of this dimension, it seems obvious that the
students show an acceptable level of knowledge of
their subject discipline (M=4.50) prior to enrolling to
the MAES.

In relation to the dimension previous experience
in critical thinking, the mean score is M=4.53. It
should be highlighted that the participants in this
study had a prior academic training that has enabled
them to acquire acceptably different aspects of
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working with critical thinking. Overall the results
indicate (M=3.98) that they have little knowledge
about critical thinking.

In relation to the objective to assess the
knowledge possessed by participants in relation to
conflict situations that can be found in their future
practice as teachers, we see that all aspects are
reaching an average less than four. From the results
obtained and the fact that their initial training on how
to solve problems and conflicts in difficult
educational contexts (M=3.77) is incomplete, it can
be stated that future teachers are not adequately
prepared in this area and a future training activity
should include these aspect to ensure adequate
preparation.

Similarly, certain gaps are identified in relation to
the capacity of decision-making in order to resolve
such conflicts, and other special situations (M=3.99).
The students feel that their training has not provided
them with adequate skills with respect to this
dimension (M=3.34).

Another objective of this study was to determine
the level of normative, theoretical and practical
knowledge on the various elements associated with
attention to diversity. The descriptive results show
very little knowledge about this issue, and this is
reflected in low scores in all aspects and
consequently in the average score (M=2.77). Given
the increasing influx of immigrants to Spain and
consequently to the educational centres, we believe
that future teachers should be better prepared to meet
this challenge. Similarly, an appropriate level of
knowledge on this dimension would provide future
teachers specific tools to support students with
special educational needs, disabilities, and high
intellectual abilities.

The dimension of communication and
collaborative  processes in the institutional
framework achieves the highest average score of all
dimensions (M=5.34). This result leads to state that
the level of knowledge on this subject is quite good
among the participants in our study.

Finally it was aimed to analyse the knowledge
that future teachers have in relation to the ability to
work and interact with families and the knowledge of
the environment. Working with family is between the
lower dimensions of full scale (M=3.31). Again the
students feel they have few skills acquired in their
previous training with respect to this question
(M=2.79). Within the last dimension knowledge of
the environment, it can be seen that the least valued
aspect is again insufficient academic background on
this dimension (M=2.79).

5.2. Analysis of official reports
At the University of Seville the first edition of

MAES launched for the academic year 2009-2010.
As reflected in the official report, the second edition,
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with about 500 students, substantially improved the
first one: teaching was included in the course load of
the involved teacher and organizational aspects were
improved. The reports that have been released over
the years have been based on information gathered
from some of the coordinators of each of the
modules, from meetings with teachers and the legal
representatives of students and other administrative
staff’s comments involved in the MAES.

The main deficiencies identified by the students in
these first editions provide evidence that a high
percentage of students do not perceive that they are
being offered in some subjects content they consider
useful for their future professional development.

Students complained about issues such as the
fragmentation of some subjects and the repeating of
contents in several subjects, which stands out as a
significant lack of coordination among the faculty
members who taught in the Master’s degree.

Occasionally, students completed a complaint
form about the training of the teachers who teach in
the MAES, revealing that in this case they did not
have enough training to teach the module.

Finally, one issue to highlight is the period of
teaching practice. Students generally point to the
work of the professional tutors at school as "highly
satisfactory”, which shows that, as a subject of the
MAES, it appears to meet the expectations of the
students and the training expectations.

Moreover, the ANECA published in 2012 a
document that was posted to inform about the
situation of the MAES after its launch in the Spanish
universities, both public and private. In this report,
one of the key issues that were reflected concerns
weaknesses identified in relation to the issue of
competences. As the application of the paradigm of
basic competences (PCB) is required for Secondary
Education Teachers, the teachers involved in the
MAES should also be required to use them in their
teaching. In this sense, the teaching-learning process
and the assessment should be referred to one or more
of the eleven competencies listed in the Order
ECI1/3858/2007 [33].

Therefore, in the ANECA report, the requirement
in the LOE (Ley Organica de Educacion - Law of
Education) in relation to teacher training states that
an adequate training must be guaranteed to meet the
challenges of the educational system, to adapt the
teachings to the new requirements and to ensure the
acquisition of all the competencies specified in the
Order ECI/3858/2007,_which forces to plan the
teaching-learning processes in order to ensure
coherence and coordination of the lessons taught in
the Master’s degree.

Some other weaknesses were identified in the
MAES at the Spanish universities. Many overlapping
of content occurs between the different subjects of
the MAES’s modules. The number of teachers who
teach a course should be taken into account. If
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several teachers share a subject, the problems of
overlapping and incoordination increase. The
methodology and training activities, particularly in
view of the graduates, are quite traditional and not
related to a future application in teaching practice.
Generally, students valued very positively the period
of teaching practices, and as they perceive it as the
most productive teaching module.

6. Conclusions

A quickly changing society has meant that
teachers in Spain have found themselves facing a
range of new challenges in the classroom. Among
the most significant, has been the inclusion of
children with special educational needs into schools
and the increase in the numbers of students from
different ethnic and cultural backgrounds. New
technologies have emerged and influence the way
young people communicate and learn and teachers
have been required to adjust their teaching to this
new reality. An increasingly diverse society, altering
family structures and the rise of new social problems
have added to the complexity of the teacher’s role
[34].

After the present study, we can conclude that the
results allow us to obtain a generalized view of the
future professional training profile of Secondary
Education Teachers as well as of the situations that
involve the development of the recent compulsory
Master’s degree. Indeed, the participants in this study
responded that what they mainly claim is the
acquisition of certain skills and competencies
focused primarily on the practical exercise. This fact
is not only shown through the result of
questionnaires, but also evidenced by the analysis of
the official documents that completed this study.
These documents also reflect that the theoretical
training module of the Master’s degree does not offer
the students enough skills to face their future
teaching practice. The students do not only perceive
this issue while they are studying the MAES, but
also the final reports coincide.

In relation to the teaching practices during the
Master’s degree, the results of our research again
agree with the data obtained from the reports. The
students affirm that they indeed learn skills that are
considered useful for their future teaching. The
existence of professional and academic tutors, and
certainly if there is good coordination between them,
is providing an essential element for the training
process of our future teachers. Certainly the
theoretical training is fundamental, but it might be
necessary to check if the contents that are actually
taught are responding to the skills and competencies
established in the curricula of each of the theoretical
modules. Consequently, as it has been demonstrated
in the present study, it is essential to start working on
coordinating the content and the subjects.
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Finally we believe that in response to the needs
identified in both the results obtained from the
questionnaires, and after analysing the reports, the
practical teaching experience is crucial, compared to
other content that are being offered in some modules
of the Master’s degree. This is also confirmed by
other studies of the MAES that have been recently
published and undertaken at the Universidad
Auténoma and the Universidad Pontificia Comillas,
both in Madrid [35]. Data from our study have
precisely shown that participants have clearly
perceived more shortcomings in the practical and
regulatory aspects controlling this teaching practice.
Reconsidering the abilities, skills and attitudes
acquired in their training prior to the Master’s
degree, the participants in this research outline the
flaws of such training, manifested by the level of
knowledge on the different aspects that were
collected through the questionnaire.
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