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Training, work and
teacher development:
What do we know and
what do we need to
change?

MEMBERS OF THE BOARD OF GOVERNORS
OF THE NATIONAL INSTITUTE FOR THE
EVALUATION OF EDUCATION (INEE)

As educational research has shown us
time after time, the main job of a good
teacher is to bring about positive learning
outcomes in his/her students, but, even so,
we have to acknowledge that dedication isn’t
the only ingredient of good teaching, which
requires several interrelated things: adequate
initial training that focuses on contents, skills,
specialized teaching techniques and adapt-
ability, as well as professional development
through ongoing training, wage incentives
and social recognition.

Teaching isn’t the same everywhere, since
circumstances vary: teachers work in dif-
ferent environments, with different types of
group and, often, in very difficult conditions
where there’s almost no infrastructure. With-
out any doubt, these variables affect their per-
formance, as does their social background,
which they shouldn't forget if they want to
really understand how things are in Mexico:
(a) the type of student that enrolls in teacher-
training colleges, taking into account certain
basic academic and cultural background fea-
tures such as previous studies; (b) the type
of teacher, their basic academic and cultural
background and, above all. How much train-
ing they've had; c) the type of student that
goes to that sort of teacher-training college;
(d) the job performance of the people who
graduate from that sort of place after they've
left it; and (e) the effects of the teaching ac-
tivities and procedures that were part of the
teacher training.

The trends in updating and training are
clear, as are their limitations and drawbacks:
ongoing teacher updating via courses, teach-
er updating after the curriculum or the text-
books have changed, and the incorporation
of “authorized teachers” into the “elementa-
ry-school subsystem”...the almost automatic

in-service training of good students who ve
just been appointed to teaching positions
in order to improve their classroom perfor-
mance in front of a group that typifies the
inequalities and differences that are the di-
rect result of the policies regarding ongoing
teacher training.

When all’s said and done, although im-
provement programs and initiatives have
been in place for several years to follow up on
teachers’ initial training or develop them as
professionals, their wages and the conditions
in the schools where they work have been in-
adequate and not only student performance,
but also teacher-evaluation results leave
much to be desired, and even now only 39.4%
of all the teachers who took the competitive
exam in order to join the Professional Teach-
ing Service were accepted.!

What’s the explanation for such a re-
sult? How can we change it? What’s more,
what has the Mexican government done to
ensure that teachers are up to scratch? How
does evaluation help teachers to improve and
which environmental factors affect their per-
formance?

After the recent Educational Reform that
regulates entry to the teaching profession,
the General Law Governing the Professional
Teaching Service places teachers at the cen-
ter of the debate, as key players in the effort
to change education. Thus, Article 12 of the
said Law says that it is the job of teachers,
school principals and supervisors to provide
high-quality education and hence they must
have “the personal qualities and professional
competencies that they need to elicit top
performance from students in varying socio-
cultural contexts in keeping with the profiles,
parameters and yardsticks that ensure that
the latter will acquire the same knowledge,
aptitudes and capabilities”

So it would seem that everybody agrees:
in order to vouchsafe their students’ right to
receive high-quality education, teachers are
both the problem and the great solution, and
so we urgently need to think about the chal-
lenges inherent in giving them initial and
ongoing training, their working conditions
and, most certainly, about evaluating their
performance. That’s what we're setting out to
achieve in this National Educational Evalu-
ation Policy Gazette — to foster discussion
about teaching and which aspects of it need
to be changed?

In this publication, you'll find articles
about the teacher-training colleges -the cor-

nerstone of our educational development-
their need to professionalize their students,
and their day-to-day realities: there is no
single teacher-training model. You'll also find
an analysis of the challenges faced by ongo-
ing training based on the results of teacher
assessment rather than on standard train-
ing courses. Also, among other things, this
Newsletter presents teachers’ views about
the challenges they face and the factors that
affect their teaching, especially those hav-
ing to do with the social context. According
to the said teachers, it isn’t just inadequate
school infrastructure and classrooms that af-
fect their teaching, but also other factors that
go beyond the school, such as the attitude
of parents and the extent to which they get
involved in their children’s education, child
labor and the lack of security.

We at the INEE are convinced that educa-
tional evaluation is a viable way to improve
educational quality, but we understand that
teachers need ongoing support and process-
es that help them to work more efficiently.
Day in and day out they face the task of re-
sponding to these great challenges in all our
nation’s teaching institutions and environ-
ments, and of adapting to a changing society
and new technologies, but then so do we.

Our March-June, 2015, Gazette will delve
into the subtleties and realities of teacher
training, teaching and teacher performance,
which is one of the cornerstones of our en-
deavor to enrich the National Educational
Evaluation Policy.

We welcome you to the pages of this
mouthpiece of the National Educational
Evaluation System, whose task is to measure
progress and pool efforts and knowledge in
order to professionalize our teachers and en-
hance their status. Though we can’t cover all
the issues exhaustively, our aim is to foster
discussion and reflection, since everyone’s
opinion needs to be heard in the endeavor to
formulate policy. €

1 Sistema Nacional de Registro del Ser-
vicio Profesional Docente. Secretaria
de Educacién Publica. http://goo.gl/
uQMjb2

In remembrance of the late Dr. Ratl Nevarez
Grijalva, General Director for Evaluation and
Education Policy of the Ministry of Public
Education of the State of Puebla, who passed
away on the 30" of January, 2015.

In memoriam.
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VOICES FROM THE CONFERENCE

Chihuahua: Teacher
assessment as a tool for
improving educational
quality

Since geographical and social
conditions vary greatly from one part
of Mexico to another, treating all
teachers in the same way would lead
to inequality, and hence Chihuahua,
our country’s biggest state, with 44%
of its schools located in rural and
indigenous areas, intends to begin
gauging the complexity of the task of
improving educational quality so as
to comply with the mandates of the
Professional Teaching Service.

MARCELO GONZALEZ TACHIQUIN
Minister of Education, Culture and Sport
of the State of Chihuahua
marcelogt@hotmail.com
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The professionalization and assessment
of teachers: a priority on the goverment
agenda

The timely decision taken in 2013 by Mexi-
can lawmakers to make it a constitutional
obligation for the state to provide all its citi-
zens with high-quality education attests to
our society’s interest in having educational
services that are not only effective, but also
efficient, relevant and pertinent — i.e. com-
prehensive education that is vouchsafed to all
alike. For the United Nations Educational, Sci-
entific and Cultural Organization (UNEsco,
2007), it is education in this sense —education
along with the formulation, development and
implementation of government policies aimed
at making it a reality— that enables people to
exercise their other basic rights.

This mandate should go hand-in-hand
with mechanisms that contribute to its suc-
cess. The Educational Reform envisaged
three new systems: the National Evaluation
System, the Professional Teaching Service
and the Educational Information and Man-
agement System. Apart from the term, “qual-
ity’; its guidelines included the concept of
“teaching function” and also mentioned the
National Institute for Evaluation and Educa-
tion (INEE), thus laying the foundations for
achieving its aims and making it clear that
our country was embarking on a new age of
educational evaluation in which the energet-
ic, proactive participation of the states —in
this case of Chihuahua— must take the form
of making teacher professionalization and
assessment top government priorities.

The topic of teacher assessment has
gone from being a complementary teaching-
learning concern to become a major social
concern, and while the said issue has been
rendered more crucial over recent decades
by the results of numerous Mexican and in-
ternational student tests and the dire results
thereof, assigning Mexico one of the lowest
educational-achievement levels among the
member countries of the Organization for
Economic Cooperation and Development
(oECD), it is now clear that teaching is the
most important factor in the success or fail-
ure of the teaching-learning process.

The teacher and his/her complex task

We in Chihuahua are convinced that we
have a duty to ensure that the evaluation of
our state’s teachers is in line with the various
design criteria that take into account diverse
profiles, regional sociocultural and eco-

nomic contexts, educational modalities and
levels, as well as school infrastructure and
equipment and teacher working conditions.
Furthermore, if we are to assess teacher per-
formance, we need to clearly define what
constitutes “good performance” and ascer-
tain what conditions are needed to foster it.

Nowadays teachers are required not only
to possess pedagogic and academic compe-
tencies, but also to be researchers, evaluators
and planners able to apply their knowledge
in critical circumstances and to combine
both formal and informal education not
only inside the classroom but also beyond its
confines, and this indubitably helps to make
them more professional.

The task is not an easy one, especially
when one considers that Chihuahua’s cli-
matic and territorial realities largely define
education-service conditions there: 44 of all
the state’s primary schools are multi-level
ones situated in small locales in rural or in-
digenous areas, where a single teacher must
carry out a large number of administrative
and pedagogical chores, reprogram class
times and master a wide range of teaching
strategies. In order to get some idea of how
complex the job of teaching in such an envi-
ronment is, one must take into account that
one is dealing with a diverse and multifari-
ous population where 270 thousand people
aged 3 or over categorize themselves as in-
digenous and 76.8% of those who speak an
indigenous language and whose age makes
them eligible for elementary education do
not attend nursery school, while 25.3% do
not attend primary school and 32.9% do not
attend secondary school.

The task facing the state with the
fifth largest population of teachers in
Mexico
In this area, the nine institutions formed
by teachers in the State of Chihuahua are
charged with extending and improving those
practices that will enable us to increase the
number of high-level teachers and raise
teaching quality. While the said institutions
are not ivory towers, but rather sounding
boards for the processes we must carry out
and the challenges that the education sys-
tem must face every day, both in Mexico as a
whole and in Chihuahua, where student en-
rollments have increased by 20%, to nearly 9
thousand, over the last 4 years.

Furthermore, according to the 2013
Census of Schools, Teachers and Students
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in Elementary and Special Education (Span-
ish acronym: cEMABE), Chihuahua has the
distinction of being the state with the fifth
biggest population of public-sector teachers
with doctoral studies. In terms of education-
service provision, our state has benefited
from the opening of 568 full-time schools
during the 4 years in which the current
state government has been in power, with
the number of students enrolled, mainly in
multi-level and single-classroom institu-
tions, increasing from 17 thousand to 72
thousand. With regard to educational infra-
structure, around MXN 1,000 million have
been spent both on the building of new
schools at all educational levels and also on
the refurbishment and maintenance of al-
ready existing schools.

All of this means that, in Chihuahua and
in the rest of our country, teacher assessment
will no longer define a good teacher as one
who merely prepares students for examina-
tions or sees his/her job as a matter of prizes
and/or economic incentives, but rather as
one who employs good teaching practices
that suit the context and —and this is very
important— strives to become more pro-
fessional. Having the best teachers should
not be tantamount to merely removing bad
teachers from the classroom, but rather to
providing ongoing training to good teach-
ers, who constitute the vast majority, and ac-
knowledging and motivating them — i.e. fully
appreciating them. €
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VOICES FROM THE CONFERENCE

Guanajuato: Training
and evaluating in order
to improve teacher
performance

According to the Minister of
Education of the State of Guanajuato,
following an in-context diagnosis

of training needs in his state and
based on the new regulatory and
academic framework stemming
from the General Law Governing
the Professional Teaching Service,
government policies and strategies
have been formulated with a view to
facing the challenges that exist in the
area of teaching.

EuUSEBIO VEGA PEREZ
Minister of Education

of the State of Guanajuato
evega@seg.guanajuato.gob.mx

A reassessment of training processes
With regard to training, the General Law
Governing the Professional Teaching Service
contemplates many valuable opportunities
for training teachers so as to develop them
as professionals and key players in the trans-
formation of the National Education System
mainly in order to achieve a high-quality ed-
ucation system that ensures learners’ com-
prehensive development within a framework
of inclusion and equality.

With regard to professionalization and
training, the Educational Reform of the Pro-
fessional Teaching Service acknowledges
that training, which comprises diverse areas,
can only be improved if it is redefined as part
of a system that detects, chooses and carries
out training processes and then evaluates
them and provides feedback on them.

Timely information for the design

of government policies

In Guanajuato, elementary-level teacher-
training priorities are established using vari-
ous mechanisms which, in the first instance,
contemplate the setting forth of reference
data in a scoreboard format that brings to-
gether the results, satisfaction levels, func-
tional efficiency and academic case histories
pertaining to the updating and training car-
ried out in the state as a basis for taking deci-
sions about training and defining government
policies, actions and strategies aimed at tack-
ling teaching-related challenges.

In this regard, we have concluded that
the task of drawing up a contextualized di-
agnosis of training needs in our state needs
to be tackled forthwith so that we can plot
a maximally effective path for the improve-
ment of teacher performance. We realize
that this diagnosis must not be a one-sided
endeavor on the part of the local education
authorities, but must also involve the diverse
protagonists, both internal and external,
who came up with relevant and innovative
proposals about ways of identifying areas of
opportunity for providing high-quality train-
ing to teaching professionals.

It is worth mentioning the results of the
recent competitive state examinations for
entry to the Professional Teaching Service,
which complement this diagnosis and bear
witness to the urgent need to act and to be
more assertive in deciding which teacher-
training programs should be set up and
which actions should be taken.

Based on the aforesaid considerations,
one of the first actions taken consisted in
designing a diploma course in Professional
Teaching Performance as a Key Factor in
Educational Quality, with contents based on
the new regulatory and academic framework
stemming from the General Law Governing
the Professional Teaching Service, and offer-
ing it to the state’s teachers.

We reiterate that teacher training is, and
will continue to be, a top priority for com-
plying with the constitutional mandate re-
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garding educational quality, which is why we
in Guanajuato have opted for collaborative
work at the professional-association level,
involving supervisors, advisers on teaching
techniques, principals, teachers and teacher
tutors, as a means of keeping the diagnosis
up-to-date. All of the aforesaid people have
been trained about the model and, using a
tablet computer, will gather precise informa-
tion about the job performance of teachers.

Support and follow-up in teacher forums
We wish to stress that the Government of the
State of Guanajuato is committed to high-
quality education and, above all, to provid-
ing resources in order to make Educational-
Development Centers (i.e. Teachers’ Centers)
meeting points and forums for areas of pro-
fessional development that promote and
underpin world-class initiative and teacher
professionalization.

VOICES FROM THE CONFERENCE

Veracruz: The new
educational-policy
and teacher-training
framework

Following the amendment of the
Education Law of the State of
Veracruz, the latter state’s Ministry of
Education has drawn up new policies,
and defined new local actions, aimed
at tackling the particular challenges
that it faces. This article describes

the difficulties inherent in teacher
training, in multi-level and junior-
high-school education, and in
assessment as a tool for improvement.

FLAVINO Rios ALVARADO
Minister of Education

of the State of Veracruz
frios@msev.gob.mx

The beginning: close communication
with all those involved

The Educational Reform and its new legal
framework imply an in-depth transformation
in the educational policies pursued by the
president of Mexico, Mr. Enrique Pefa Nieto,
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Among other things, the strategies for
reconfiguring these centers include the pro-
vision of ongoing support and specialized
follow-up to teachers and management,
backed by visits to schools for the purpose
of assessing conditions there, in a systematic
endeavor to boost teacher competencies so
as to obtain better results.

Strategies for rural zones

and multi-level schools

In order to enable teachers who work in ru-
ral zones and vulnerable environments to
tackle the challenges that they face there,
in the training offered to these people the
state Ministry of Education has encouraged
the development of competencies and skills
aimed at forming learning communities, in-
cluding one-on-one teacher dialogue, which
has become part of a shared effort to achieve
educational equality and improve teaching

at the federal level, and by Dr. Javier Duarte
de Ochoa, the Governor of Veracruz, at the
state level.

One of the pertinent features contem-
plated in the laws that go to make up the
said reform is the bringing about of condi-
tions whereby more emphasis can be placed,
in public education, on educational quality
and the fostering of diversity via inclusion as
means of furthering human development.

In Veracruz, the state government and the
LxI1I State Legislature joined in the national ef-
fort to bring the different education laws into
line with the Reform by amending the Edu-
cation Law of the State of Veracruz. For both
branches of government, fulfilling this consti-
tutional mandate meant making a very big ef-
fort to dialogue and reach consensus with the
state’s teachers, researchers, representatives of
social organizations, parent groups and teach-
ers’ unions.

There were days of very hard work and
discussion with the various blocks in the state
congress, each of which tabled proposals
aimed at reaching the agreements that made
the passing of the pertinent laws possible. As
of 2013, daily working sessions were held in
our state, taking the form of regional meetings
or visits to campuses for the purpose of dis-
seminating the national educational policies
set forth in the Reform.

The active participation of the Gover-
nor of Veracruz, the authorities pertaining
to different state-government entities, the

practices, also managing to include parents
and pupils in learning groups where families
and school authorities actively participate.

In the case of multi-level schools, a net-
work of roving advisers has been formed to
provide direct on-site guidance to teachers us-
ing a learn-by-doing approach to develop dia-
logue-based teaching strategies that focus on
fostering independent-learning competencies.

In today’s world knowledge is growing
by leaps and bounds and indubitably any
attempt to raise the quality of education re-
quires schools to become centers of discus-
sion and action, to which end we must pro-
vide all the support that is needed in order to
transform the set of activities that underlies
teaching. In Guanajuato we are convinced
that all actions that are taken based on prop-
er training and assessment procedures and
ongoing follow-up will invariably lead to bet-
ter education for our children. €

Education Committee, all the members of the
state congress in general, the state’s teachers’
unions and its education authorities merits
acknowledgment.

Close communication with those involved
helped us to reach important agreements that
have enabled the Ministry of Education of the
State of Veracruz to make proposals about
educational policy to the federal government
in accordance with the distinctive nature of
the State of Veracruz on the one hand and to
come up with local policies, strategies and ac-
tions that meet the challenges of contempo-
rary society on the other hand.

The Reform and the teachers in the
Veracruz public-education system

After a period of uncertainty and analysis of
the scope, meaning and contents of the Edu-
cational Reform and the Law Governing the
Professional Teaching Service, the teachers
of Veracruz have made an ongoing effort to
adhere, in their work, to the approaches and
subject matter required by the aforesaid the
said Reform and Law.

In keeping with national guidelines, the
Veracruz Education System promotes the tak-
ing of concrete actions, in ongoing collabora-
tion with the pertinent federal entities, for the
consolidation of an evaluation culture as part
of ongoing training stemming from the pro-
cesses of entry, acknowledgment, promotion
and continuation that are stipulated in the Law
Governing the Professional Teaching Service.
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Information about the Veracruz
Education System

The Veracruz Education System is one of
the biggest ones in Mexico, with 24,471
schools and 139,384 teachers who attend to
2,348,216 students in 13,229 locations in 212
municipalities.

In the 2013-2014 school year, elementary
education was provided to 1,651,794 stu-
dents in 20,854 schools by 88,585 teachers,
while high-school education was provided to
317,020 students in 1,756 schools by 20,468
teachers.

It should be borne in mind that, as well
as the system’s size, the implementation of
educational policies is hampered both by
asymmetries in human development in the
different parts of the state and also by the
sparsely distributed population, with 90%
of the places where education services are
provided being rural townships with less
than 2,500 inhabitants. Over half of all the el-
ementary schools have only one teacher who
simultaneously teaches at more than one
level and education is provided to 15 local
ethnic groups — i.e. the Chinantecs, Choles,
Mazatecs, Mixes, Mixtecs, Nahuatls (from
the Huastecan, Zongolica-mountain-chain
and southern regions), Nhaiihus, Popolucas,
Téneks, Tepehuas, Tutunakds, Zapotecs and
Zoques.

Evidently the heterogeneity and size of
the Veracruz education system translates into
a plethora of needs, making it a challenge to
attend to pupils at every school levels. In or-
der to provide increasing levels of attention
to them, it is necessary to coordinate federal
state and municipal efforts so as to take both
short- and medium -term action.

One of the first big initiatives taken by the
state government in order to ascertain the
system’s needs was the Census of Schools,
Teachers and Students at the Elementary and
Special Levels (Spanish acronym: CEMABE),
in which the participation of Veracruz was
outstanding, with the said survey being car-
ried out in 97% of its schools.

This action led to an unprecedented in-
vestment aimed at reducing the backlog of
elementary public schools in need of repair
that the National Institute of Statistics, Ge-
ography and Computing (Spanish acronym:
INEGI) detected in the census data. Via the
Educational Reform Program, The Ministry
of Public Education has invested MXN 1,740
million in Veracruz, building 3,114 schools
— i.e. 1,926 primary schools, 719 secondary

schools and 469 campuses belonging to the
National Council For Educational Develop-
ment (Spanish acronym: CONAFE).

State teacher-training targets

In Veracruz the initial and ongoing teacher
training contemplated in the national poli-
cies needs to focus on developing curricula
adapted to state conditions, diversifying
pedagogic-intervention strategies, extend-
ing and redefining educational-evaluation
mechanisms, and incorporating information
and communications technologies.

The state is also striving to provide indi-
vidualized attention, strengthen the cultures
and languages of its ethnic groups, and make
schools more able to consolidate inclusive-ed-
ucation practices, doing so mainly via indig-
enous- and special-education services at the
elementary level and through the High School
Distance Learning system (“Telebachillerato”
in Spanish) and the Community High School
Distance Learning “Telebachillerato Comuni-
tario” System (Spanish acronym: “TEBACOM”)
at the Upper Secondary level.!

The challenge for indigenous education is
to encourage teachers to learn about the cul-
tures and languages of the 15 ethnic groups
found in our state and consolidate them in
their jobs, especially the best teachers in the
locations where such education is offered.

In special education, one of the out-
standing needs is to open ancillary groups
in places where disabled children have been
found, while another one is to offer counsel-
ing and training about educational options to
elementary-level teachers, families and com-
munity members and design strategies and
adjustments for helping special-needs stu-
dents, all of this in order to eliminate learn-
ing impediments and enable the people with
them to play a bigger role in society.

Challenges in multi-level and Upper
Secondary Education

The challenges in the multi-level schools
concern curriculum updating and the choice
of key learnings that satisfy the needs of stu-
dents in different levels and with different
skills in a timely manner.

At the primary-school level, workshops
entitled “Gaining Experience of Multi-level
Planning” and “Academic Tutoring as a Strat-
egy for Autonomous Learning in the Multi-
level Classroom” have been given.

Upper Secondary Education in Veracruz
is provided by the College of Baccalaure-

ate Studies (“Colegio de Bachilleres”), the
“Telebachillerato’, Baccalaureate Distance-
Learning system, the General Baccalaureate
system and the Teachers’ University (Span-
ish: “Pedagégico”), as well as via the Fed-
eral Jointly Administered Federal Subsidy
system (Spanish: “Cooperacién de Subsidio
Federal”), the Online Baccalaureate system,
the Community Distance-Learning Bacca-
laureate system (Spanish: “Telebachillerato
Comunitario”) and the Open Senior High
School system (Spanish: “Preparatoria Abi-
erta”).

By their very nature, the High School
Distance Learning system and the Commu-
nity High School Distance Learning System
operate in rural areas, often with indigenous
populations, and in locations marked by
backwardness, hence being hard to reach
and lacking funding, infrastructure, mate-
rials and technical resources, in the face of
which the teachers have fostered a synerget-
ic everyday teaching-learning environment
that enables their students to gain access to
institutions of higher learning.

The evaluation process and the
Educational Reform

One of the tools for improvement and for
achieving educational aims in the state is
evaluation, understood as a coherent, com-
prehensive process involving the whole com-
munity.

The Ministry of Education of the State of
Veracruz considers evaluation to be an asset
that makes it possible to assess the perfor-
mance of all the aspects of the system and is
necessary for the obtaining of valuable infor-
mation about teachers’ ability to adapt and
comply with the new performance standards



posited by the Educational Reform, taking
into account the contexts in which the teach-
ing takes place and their impact on student
performance.

Evaluation enables us to ensure that the
teachers entering the education service are
those most qualified to do so, and that they
continue to be assessed during their time in
it to ensure optimal performance. Further-
more, they receive support via training strat-
egies that are suited to the environment in
which they work.

Veracruz has been a national yardstick
so far as education is concerned, being at the
forefront in teacher assessment, and for this
reason the Ministry of Education of the State
of Veracruz, jointly with the National Insti-
tute for Educational Evaluation (Spanish ac-
ronym: INEE) and the Professional Teaching
Service, is establishing systems for the pro-
motion and recognition of teachers.

Adequate dissemination has proved to
be a very important means of enabling us to
comply with the Educational Reform, since
it leads people to trust that, thanks to the
collaborative efforts of those involved, our
education policies will promote high-quality
evaluation and training in Veracruz.

Actions taken in Veracruz

The teachers of Veracruz have continually
taken part in several national evaluation pro-
grams, including updating activities and the
National Teaching Career Program (Spanish:
“Programa de Carrera Magisterial”).

In the 2013-2014 school year, a “training-
track” program, in which 71,085 elementary-
school teachers enrolled, was offered via an
online system set up for the said purpose,
with Veracruz having the largest number of
participants in the said program.

During Stage 22 of the National Teach-
ing Career Program, 7,344 elementary-level
teachers applied either to join the teaching
services or to be promoted within it, being
enrolled in Stage 23 of the said program, for
which there were 63,140 applicants in all.

As part of the Professional Teacher De-
velopment program, a state diagnostic survey
was implemented in order to detect problems
and needs regarding the training of teachers,
management staff and technical-didactic
consultants. This survey was the starting
point for the training policy that envisages
professional training, updating and develop-
ment in both Elementary and Upper Second-
ary level education.
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We are seeking to encourage the 24
Teachers” Centers located in different parts of
the state to provide services aimed at further-
ing the development of the elementary-level
teachers’ cooperatives through tutoring, con-
sultancy and technical support.

As a result of the national policies laid
down by the Mexican Ministry of Education,
since 2013 school, sectorial and school-zone
elementary-level technical councils have
been in place, at different levels and in dif-
ferent modalities, in each school, sector and
school zone.

In Veracruz a strategy of state-level fol-
low-up on the aforesaid 3 types of council
is being implemented, enabling us to detect
strengths and weaknesses. Currently, we are
formulating a strategy for following up on the
teachers’ collectives.

In Veracruz, as part of our nation’s prior-
ity commitment to strengthen school over-
sight, a total of 597 supervisors have com-
pleted the two stages of the diploma course
offered by the General Department for the
Ongoing Education of In-service Teachers.

Furthermore, the process for selecting
and training the academic staff who tutor
teachers who have just joined the Profes-
sional Teaching Service, via both an induc-
tion workshop and also a countrywide work-
shop entitled “Tutoring New Entry Teachers
and Teaching Technicians®, is now underway
in our state. Those chosen to be tutors par-
ticipate in the diploma course offered by the
National Pedagogic University (Spanish ac-
ronym: UPN) and the state’s Department of
Teacher Training.

The Ministry of Education of the State
of Veracruz is currently engaged in other
initiatives stemming from the Educational
Reform — i.e. the strategy aimed at distrib-
uting resources in order to improve school
infrastructure via the “Educational School
Reform” program; the funds awarded via
tender through the “Summons to Bidders
for the Promotion and Financing of Innova-
tory State Projects in Support of the Educa-
tional Reform”, which enabled us to develop
the program entitled “Mobile Education.
Digital Skills for High-quality Education” and
the “Program for Educational Inclusion and
Equality” aimed at furthering teacher profes-
sionalization.

In the area of Upper Secondary Educa-
tion,? strategies have been successfully im-
plemented to raise education-service qual-
ity — i.e. the forming of a team of teachers

to coordinate different school activities; the
running of start-of-semester, mid-semester
and end-of semester pilot tests; encourage-
ment to Upper Secondary campuses to take
advantage of free time; the carrying out of
standardized Mexican and international
evaluations; the holding of meetings for the
purpose of supporting teachers and adminis-
trative staff in schools; the holding of a “Gali-
leo” mathematics competition and a Com-
munications competition; academic visits to
schools in order to support and strengthen
activities that are underway; the use of the re-
sults of the National Evaluation of Academic
Achievement in Schools (Spanish acronym:
ENLACE) to serve as a diagnostic basis for the
formulation of academic strategies.

Moreover, 52.5% of all our state’s teachers
are enrolled in the Training Program for Up-
per Secondary Teachers (Spanish acronym:
PROFORDEMS), which covers competencies
that professional teachers need to develop
in order to endow young people with values,
skills and competencies that are in keeping
with todays’ world..

We still face significant challenges so as
to achieve the aims set by the State and Fed-
eral Governments with regard to the actions
that need to be carried out in order to imple-
ment the Educational Reform and achieve
the other aims set forth in the 2013-2018 Na-
tional Development Plan and the 2013-2108
Sectorial Education Program.

In response to the needs and aspirations
of teachers, students and society in general,
the Ministry of Education of the State of Ve-
racruz confirms its commitment to Veracru-
zans to keep striving for high-quality educa-
tion with equality via efforts oriented by a
strategic, forward-looking vision. €

1 The Distance Learning (“Telebachillerato”) sys-
tem of the State of Veracruz, which is mainly
charged with providing Upper Secondary Edu-
cation to rural communities, ensures that cheap,
high-quality education is provided that enables
youngsters to prepare for entry to higher studies
and obtain jobs that will enable them to succeed.
Thus subsystem was set up by the State of Ve-
racruz over 35 years ago and currently provides
Upper Secondary Education to 89,069 students
in 96% of the state’s municipalities.

2 MINISTRY OF EDUCATION OF THE STATE OF VE-
RACRUZ (2011). Proyecto Estratégico de la Sub-
secretaria de Educacion Media Superior y Supe-
rior, periodo 2011-2016 (Mimeograph). Xalapa:
Ministry of Education of the State of Veracruz.
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The Teaching and
Learning International
Survey (TALIS):

Its importance for

the formulation of
educational policies

How, and in what way, have teachers
and school administrative staff been
evaluated? There are variables that
can be modified in order to improve
student performance when decision
makers have access to information
about teachers’ characteristics, beliefs
and practices. In this article, we
review the results of the TALIS study
with a view to plotting paths and
starting to make decisions.

EDUARDO BACKHOFF ESCUDERO
Member of the Board of Governors

of the National Institute for the Evaluation
of Education (INEE)
backhoff@inee.edu.mx

Introduction
Every day more countries are becoming in-
terested in evaluating the education services
that they offer to their populations so as to
improve them.

For several decades, we have had access
to various educational yardsticks for measur-
ing things such as the overall level of school-
ing of the population, illiteracy, educational
lag, the percentage of students taught by age
and sex, exit efficiency and dropout levels.
However, these measuring instruments have
not provided us with information about one
of the most pertinent educational compo-
nents, which is student performance.

Over the last twenty years we have be-
gun to pay more attention to student per-
formance, and the gathering of informa-
tion about it has become an accepted way
of evaluating countries’ education systems.
Hence, international organizations such as
the International Association for the Evalu-
ation of Educational Achievement (1EA), the
Organization for Economic Cooperation and

Development and the United Nations Educa-
tional, Scientific and Cultural Organization
(UNEsco) have carried out international
studies comparing the academic achievement
of students of different ages, and in different
school levels and education systems, the re-
sults of which have shown that student learn-
ing levels vary enormously, not just between
countries, but also within them .

The said international studies have
shown that learning levels correlate closely
with student’s socio-economic levels. For
example, private schools in Mexico obtain
far better academic results than public ones,
and students in schools in urban areas per-
form far better than those who study in rural
or indigenous zones. These differences are
linked to two important factors: (1) the so-
cioeconomic make-up of the students in the
different types of school, and (2) the type of
teaching in the various schools.

Until very recently, no international stud-
ies had been done of the characteristics of
schools and their internal processes — above
all of the make-up of students and school
principals and their beliefs and teaching
practices.

TALIS-2008

In 2008, the OECD commissioned the car-
rying out of the first Teaching and Learning
International Survey (TALIS), in which 23 na-
tions and economies, including Mexico, took
part. This purpose of this study was to gather
information about salient aspects of second-
ary schools — especially their academic man-
agement and teaching processes.

Since the survey consisted of question-
naires individually administered to a rep-
resentative sample of teachers and school
principals in 23 countries, the responses to
them consisted of self-reports about the re-
spondents’ opinions, perceptions and beliefs.
They were drafted in English and French and
also translated into the different languages
of the participating countries and adapted
to their cultures. The ones for school prin-
cipals contained 37 topic sections containing
a total of 180 items, while those for teachers
contained 44 topic sections with a total of
190 items. Figure 1 shows topic section 18 of
the survey for teachers, which is representa-
tive of the types of questions and possible re-
sponses that are used in the TALIS.

Figure 1. Section of the questionnaire for teachers

about training (or professional- development) needs

18.Thinking of your own professional development needs, please indicate the extent
to which you have such needs in each of the areas listed

Please mark one choice in each row

No need Low level Moderate High level
atall of need level of need of need
a) Content and performance standards 1 2 3 A
in my main subject field(s)
b) Student assessment practices 1 2 3 4
c) Classroom management 1 2 3 4
d) Knowledge and understanding of my
X o= 1 2 3 4
main subject field(s)
e) Knowledge and understanding of
instructional practices (Knowledge 1 2 3 A
mediation) in my main subject
field(s)
f) ICT skills for teaching 1 2 3 4
g) Teaching students with special 1 2 3 A

learning needs
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The first TaLIS focused on five aspects of
academic life in secondary schools: (1) pro-
fessional teacher development; (2) teachers’
practices, beliefs and attitudes about teach-
ing and learning; 3) teacher and school evalu-
ation and feedback; 4) academic leadership
by school principals, and 5) the relationship
between academic variables and the efficien-
cy of teaching.

Two different samples of schools and
teachers participated in TALIS-2008, the first
of these being a country-wide sample con-
sisting of 191 schools and 3,368 teachers,
and the second a state-level sample consist-
ing of 6,645 schools and 62,650 teachers.
The nation-wide survey, the results of which
were used in the international report (OECD,
2009), was administered in 32 Mexican
states, with secondary schools from 32 states
participating, though institutions belonging
to the “Telesecundaria” distance-learning
system were not included. The second survey
covered secondary schools from 31 states.
While not including the state of Michoacan,
it did include institutions belonging to the
“Telesecundaria” distance-learning system,
and its results were used in the national re-
port (Backhoff, Andrade, Bouzas, Santos y
Santibéfiez, 2010).

TALIS-2013

As with the test pertaining to the Programme
for International Student Assessment (PISA),
the OECD intends to carry out TALIS surveys
from time to time. In 2013 a second study
was done in which 34 countries and econo-
mies took part. The aims and methods of this
were the same as those of the previous study,
which mainly focused on secondary schools.
However, this second study gave the partici-
pating countries the option of extending the
surveys to primary and upper secondary-
level schools, and Mexico administered it
to 8,697 teachers and 728 school principals
at three compulsory-education levels, in ad-
dition to which the five Mexican states of
Nuevo Ledn, Jalisco, Quintana Roo, San Luis
Potosi and Tamaulipas, plus the Mexico City
Federal District, asked for independent sam-
ples be used to study their schools in more
detail.

It should be stressed that the phrasing of
some of the questions and number of items
in the scales were changed in order to im-
prove the instruments that had been used in
TALIS-2013. However, these changes in the
instruments render it impossible to compare
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the results with those of the surveys carried
out in 2008 and 2013.

Results of the TALIS

carried out in Mexico

Up to now, two international reports have
been published on the TALIS results (OECD,
2009; OECD, 2014), plus one the first study
done in Mexico (Backhoff, et al., H). The re-
port on the 2013 TALIS carried out in Mexico
will be published early this year.

The report on the first TALIS done in
Mexico contained information about Mexi-
can secondary schools that had not been
available before the Census of Schools,
Teachers and Students in Elementary and
Special Education (Spanish acronym: cem-
ABE), as well as information that the latter did
not provide. It was very useful to compare
the results pertaining to the Mexican schools
with the results for similar institutions in the
other countries that participated, above all
those having to do with the characteristics of
teachers and school principals, beliefs about
teaching, the teaching practices and attitudes
towards their jobs of teachers, how often, and
in what form, the latter are evaluated, and
how frequently, and in what way, they are
given feedback about their work.

Finally, one of Mexico’s contributions to
TALIS-2008 was that, in our country, it was
possible to study the correlation between
some school-related variables and students’
academic performance, using the informa-
tion previously provided by the National
Evaluation of Academic Achievement in
Schools (Spanish acronym: ENLACE). This
is one of the reasons why the countries that
took part in TALIS-2013 were given the op-
tion of carrying out a special study aimed at
relating the p1sa results with the TALIS ones.

Conclusions
In order for those who make decisions to
know the variables that are open to modifica-
tion so as to achieve better academic results,
it is essential to have information about the
characteristics of teachers and school prin-
cipals and their beliefs about teaching and
teaching practices, the leadership displayed
by school principals, school and classroom
environments, and, in general, the various
educational processes that occur within
schools.

For this purpose the oECD proposed us-
ing TALIs, which set out to respond to the
need to have educational yardsticks —espe-

cially regarding teachers and students in sec-
ondary schools— that would make it possible
to compare different countries. The first in-
ternational report on secondary-school stu-
dents, teachers and principals (OECD, 2009)
provided valuable information about the way
schools function that made it possible to
identify areas of opportunity for improving
the education available in the countries that
took part.

As occurred with p1saA, the oecD decided
to carry out periodic TALIS surveys and the
second one —whose international results
have just been published- was carried out
in 2013. We are now waiting for the publi-
cation of the report on the national study,
which will enable us to detect the differences
between primary-level schools, teachers and
principals, lower-secondary ones, and upper-
secondary ones.

Hopefully the TALIS results will serve as a
foundation for the taking of evidence-based
decisions on educational policy that will help
us to raise the quality of the education ser-
vices in Mexico and hence to achieve a better
educated society. €
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The Competitive Entrance Exam
mandated by the General Law
Governing the Professional Teaching
Service -which required candidates
to possess a bachelor’s degree, to
show proficiency in the indigenous
language they wished to teach, and
ensure that teachers are sent to
zones where their students speak

the same indigenous tongue as them
-constituted an unprecedented
opportunity for improving indigenous
education in Mexico.

n July 13th, 2014, for the first time in

Mexico’s history, candidates for posi-
tions in indigenous schools took a com-
petitive examination for entry to the Na-
tional Teaching Service. Before that date,
indigenous teachers were initially required
to have completed lower-secondary-school
studies in order to be accepted, and, as of
twenty years ago, to have completed upper-
secondary-school and speak an indigenous
language. Upper-secondary graduates who
entered the teaching service were given a
3-month induction course and required to

take a part-time bachelor’s-degree course in
Pre-school and Primary Indigenous Educa-
tion at the National Pedagogic University,
attending each 15 days for counseling. Ac-
cording to data from the Department of On-
going Statistics of the Ministry of Education
(Spanish acronym: SEP), 20% of all in-service
indigenous teachers had still not finished
their bachelor’s-degree studies in the 2013-
2014 school year.

For the first time, at the beginning of the
2004-2005 school year, aspirants for posi-
tions as indigenous teachers were afforded
the opportunity to take initial training for
posts as indigenous teachers as such, in the
form of a bachelor’s-degree course in Bilin-
gual Intercultural Education, but the said
program is available in only 20 teacher-train-
ing colleges in a total of 15 states and so far
very few people have enrolled in it.

The lack of professional teachers in the
indigenous schools is assuredly one of the
reasons why the results of all the studies
of academic achievement carried out in by
the National Institute for the Evaluation of
Education (Spanish acronym: INEE) are low
in all the subject areas and at every level,
with the grades of the children who attend
these schools being lower than those of all
the other children in the primary-school
system.

The Competitive Examination for Entry
to the National Teaching Service, held in ac-
cordance with the regulations set forth in
the General Law Governing the Professional
Teaching Service, was seized as an opportu-
nity for taking steps to raise the quality of new
indigenous teachers. The implementation of
the aforesaid competitive examination con-
stitutes the following three important inno-
vations: (1) since the candidates must already
have obtained a bachelor’s degree, they in fact
took the same examinations as applicants for
positions as pre-school and primary teachers
in the normal subsystem, albeit with some
variations; (2) the candidates took a comple-
mentary examination covering speaking, lis-
tening, reading and writing in the indigenous
language; and (3) shortlisting for teaching po-
sitions was done by language and variant so as
to avoid speakers being assigned positions in
zones where the indigenous language spoken
was not the same as the one they mastered
since, currently, the latter phenomenon pre-
vents bilingual education from being estab-
lished in around 30% of the schools pertaining
to the indigenous subsystem, since the teach-

ers there don’t speak the same indigenous lan-
guage as their students.

The indigenous candidates were tested
on their teaching knowledge and skills, using
an examination whose items test knowledge
of the contents and teaching approaches that
pertain to the educational level they will be
teaching at (i.e. pre-school or primary), along
with the ability to solve teaching problems.
They also took an examination testing intel-
lectual capacity and ethical-didactic sensitiv-
ity, the items of which test communication
skills, study and reflection skills and aptitude
for ongoing improvement, as well as skills
relating to the teaching profession such as
school administration and community-link-
age. Jointly, the aforesaid tests are in accor-
dance with the 2104-2105 Entry Profile for
Teachers and Teaching Technicians, being
administered to all the aspirants to join the
Service — not just the indigenous candidates.

The main purpose of the complemen-
tary indigenous-language examination is to
vouchsafe the right of indigenous popula-
tions to be taught in their native tongue at
the elementary level,' as well as to raise the
quality of the education that they receive. The
test in question consists of various tasks de-
signed by highly proficient speakers of indig-
enous languages invited by the Office for the
National Coordination of the Professional
Teaching Service (Spanish acronym: CNSPD)
to sit on the committees charged with creat-
ing and validating the instruments for test-
ing oral and reading-writing skills both in
the indigenous languages spoken by the can-
didates and in those spoken in the schools
requiring their services, and it accords with
Dimension 1 of the Profile, Parameters and
Yardsticks pertaining to “teachers who know
their students, how they learn and what they
most need to learn’, of which complemen-
tary parameter 1.1 covers ‘communication
with students and their families in an in-
digenous language, complementary param-
eter 1.11 covers “fluent communication in
the indigenous language of the community
where the school is located’, and parameter
1.1.2 concerns “identification of teachable
learning contents”. The test instruments and
tasks were presented in formats that could be
self-administered under the supervision of a
tester-reviewer who spoke the language be-
ing tested.

The items in the first group were used to
evaluate the suitability of the candidate to oc-
cupy a teaching position, while those in the



Table 1. Examination tasks

e Speaking and listening comprehension

e Reading out loud and reading comprehension
in the indigenous language

e Writing in the indigenous language

e Scale grading attitudes to the indigenous
language

e Multiple-choice test: the indigenous lan-
guage and culture in the classroom

¢ (ontext evaluation

second group were used for diagnostic pur-
poses not pertinent to the issues discussed in
this article (Table 1).

The results of the evaluation

The first competitive examination was taken
by 2,199 applicants for positions in indige-
nous schools, of whom only 22% had gradu-
ated from teacher-training colleges, with the
rest having graduated from various public
and private universities.

In order to be deemed suitable to enter
the Service, the indigenous candidates must
get a level-II score in each of the 3 evalua-
tions of the knowledge and skills necessary
for entering the teaching profession— i.e.
intellectual capacity, ethical-didactic sensi-
tivity and proficiency in the indigenous-lan-
guage, and only a very small percentage of
them —15.8%— obtained satisfactory results .

As shown in Fig. 1, 18.4% of all the ap-
plicants for pre-school positions got satis-
factory results, while 14-.5 % of those apply-
ing for primary-school positions obtained
satisfactory results.

Table 2 shows that the examination that
the aspirants found easiest was, precisely,
the indigenous-language one (Complemen-
tary examinations), with 67.9% of them get-
ting level-11 and level-III scores. Likewise,
60.5% of the examinees got level-II and lev-
el-III scores in the evaluation pertaining to
Teaching Knowledge and Skills.

On the other hand, the most difficult
evaluation for the candidates proved to
be the one testing intellectual capacity
and ethical-didactic sensitivity, with only
28.5% of them obtaining level-II and level-
III scores — i.e. 17% lower than the average
nation-wide result of 46%.

Subsequent analyses of the examination
reveal that there is no ethnic bias that un-
fairly discriminates against the indigenous
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candidates due to their origins; rather, their
performance levels on the test were lower,
revealing deficiencies in knowledge and
skills that need to be remedied.

Final comments
One of the main aims of the Educational
Reform is that of ensuring that the best as-
pirants are admitted to the teaching profes-
sion. Based on the scores obtained in this
first competitive selection process for aspi-
rants to teach in indigenous schools, we can
say that the people who were admitted to
the Profession were, indeed, excellent can-
didates who possess the requisite teaching
knowledge and skills and intellectual capac-
ity, are aware of their ethical-professional
responsibilities and -most importantly-
master the language of the ethnic group with
which they will be working. Hence, we can
be sure that Mexico’s indigenous students
will be taught by 347 excellent teachers who
are perfectly proficient in the languages that
they speak and can thus give them a truly bi-
lingual education.

However, the low overall percentage of
candidates who got satisfactory scores raises
various questions.

Figure 1. Competitive Examination, 2014.
Results of candidates for positions as
indigenous teachers.

Percentage
100% —
90% —
80% |
709% 81.60% 85.50%
60% Suitable Unsuitable
50% —
40% -
30% —
20% —
10% — 18.40% 14.50%
Idéneos Idéneos
DO/O . .
Indigenous Indigenous
pre-school primary
education education

Table 2. Indigenous Education — national and complementary examinations

Performance level achieved for each type of invitation for applications

Indigenous : : Total indigenous

Examination Performance pre-school I ST education
1 0.1% 5 0.3% 6 0.3%
Teaching knowledge NI 138 19.3% 723 48.8% 861 39.2%
and skills NIl 385 | 538% 31| 257% 766 | 34.8%
NIl 192 26.8% 374 25.2% 566 25.7%
Totals* 716 | 100.0% 1483 | 100.0% 2199 100%
Intellectual skills and ! 0.1% 5 0.3% 6 0.3%
ethical-professional NI 502 70.1% 1,064 71.7% 1,566 71.2%
responsibilities NII 199 27.8% 394 26.6% 533 27.0%
NIl 14 2.0% 20 1.4% 34 1.5%
Totals™ 716 | 100.0% 1483 | 100.0% 2199 100%
34 4.7% 75 5.1% 109 5.0%
Complementary NI 217 30.3% 379 25.5% 596 27.1%
examinations NII 272 38.0% 503 33.9% 775 352%
NIl 193 27.0% 526 35.5% 719 32.7%
Totals* 716 100% 1483 100% 2199 100%

Source: Panorama Educativo de México



14

Those queries regarding the evaluation
process were explored and, based on the said
analysis, there is no sign of any bias against
indigenous candidates, and neither can it be
claimed that the latter were subjected to an
additional filter —compared with the two fil-
ters applied to rest of the candidates— that
constituted an unsurmountable or unfair ob-
stacle, given that they did relatively well in the
complementary examination. Rather, the area
that gives food for thought is that of the initial
training that these aspirants received in their
teacher-training colleges or universities.

It is in that area that we need to improve
their content learning and, above all, their
intellectual skills and ethical-professional
sensitivity so that we may be sure that more
aspirants to indigenous teaching positions
get a “suitable” score in the competitive ex-
amination for admission to the profession. €

1 Article 11 of the General Law Governing the
Linguistic Rights of the Indigenous Peoples

ROADMAP

Educators’ views about
the factors that affect
their performance

In the coming months, as part of its
legal mandate, the INEE will issue
guidelines aimed at helping to raise the
quality of education and foster greater
educational equality by improving
teacher performance. Below we
summarize the opinions expressed

by educators during group interviews
carried out in order ascertain which
factors they see as affecting their
performance

ARCELIA MARTI{NEZ BORDON
General Director of Guidelines

for Educational Improvement
National Institute for Educational
Evaluation (Spanish acronym: INEE)
amartinezb@inee.edu.mx

The indispensable task of issuing
guidelines: the opinions of different
educators

Sometimes we need to make history, to dras-
tically change our direction, and to map out

roads along which can advance. Nowadays
this is one of the functions of the INEE, which
it performs with conviction and in keeping
with its powers and its mandate, which charg-
es it with drawing up, issue and disseminate
public-policy guidelines for the purpose of
orienting or redirecting the political deci-
sions taken at different levels by the National
Education System." In other words, it is a mat-
ter of issuing guidelines aimed at improving
education, the creation and verifying of which
requires varied input, including the opinions
and impressions of teachers nation-wide.

Hence, during the second half of 2014,
the INEE’s General Directorate for Educa-
tional Improvement consulted teachers and
other people involved in education, such as
school principals, supervisors and technical-
educational consultants — i.e. a total of 436
people, in 42 groups, in the Mexico City
district and the nine states of Baja Califor-
nia, Nuevo Le6n, Durango, Sinaloa, Nayarit,
Jalisco, Puebla, Chiapas and Yucatdn, in or-
der to ascertain which factors affect teacher
performance.

This article sums up the contents of the
document entitled Teachers’ views about the
factors that affect their performance, an ana-
lytical report about the information obtained
from focus groups of teachers and other
key informants (school principals, supervi-
sors and technical-educational consultants)
compiled by the General Guidelines Depart-
ment, and gives an overview of the opinions
expressed by those faced with the daily task
of teaching the children and youths who
study in our country’s schools.

Recording the opinions of hundreds

of educators: using the focus-group
technique

Using the focus-group technique as a meth-
odological tool for the gathering of informa-
tion, four two-and-a-half-hour focus-group
sessions were set up at each school level
— i.e. preschool, primary, secondary and up-
per secondary- in each state, while, in the
case of Mexico City, six independent group-
sessions were set up with teachers working at
the indigenous-pre-school and indigenous-
primary levels, upper secondary principals
and supervisors and technical-support staff
from various districts.

An interview script, covering top-
ics such as “the characteristics of a good
teacher and of good teaching’, “factors that
influence teacher performance’, “actions

and policies for improving teacher per-
formance” and “the relationship between
teacher performance and educational im-
provement’, was used.

Teachers’ views: their opinions and
recommendations

All the opinions expressed, which were re-
corded and transcribed without revealing
the interviewees’ identity, were subjected to
a quantitative-interpretative analysis that fo-
cused on two sets of issues —ones pertaining
to the internal context of the Mexican Edu-
cation System and ones pertaining to the ex-
ternal socioeconomic and cultural context.

With regard to the Internal Dimension
of the Mexican Education System, the edu-
cators interviewed identified the issues hav-
ing to do with schools and the management
thereof that are set forth in Table 1 below,
and range from teachers’ commitment and
personal motivation to matters having to do
with school and classroom infrastructure
and organization, as affecting their perfor-
mance.

With regard to the External Socioeco-
nomic and Cultural Dimension, the factors
mentioned are set forth Table 2 below per-
taining to family and sociocultural environ-
ment, being split up into the subcategories
of parents and community. In the former, the
educators stressed the importance of par-
ents’ participation in their children’s educa-
tion, their expectations about their children’s
education, their educational levels, and fam-
ily disintegration, while in the latter they
mentioned cultural issues, poverty, migra-
tion, child labor, drug-trafficking and lack of
security.

Factors inherent to the Mexican
Education System
Which factors and areas of opportunity do
teachers stress within their sphere of action?
Students, the main participants in, and focus
of, teaching, are considered by the teachers
to be a factor that affects their performance:
their attitudes, economic and social prob-
lems, behavior, special educational needs,
significant divergences from average group
age, values, previous education, views about,
and interest in, education, and, in the case of
indigenous communities, the languages they
speak, all affect their performance.

Likewise, teachers, their dedication,
professional ethics, knowledge, competen-
cies, experience, updating and reflective
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Table 1. Categorization of internal-dimension information:

Mexican Education System

School-related factors

Categories

Mexican Education System

Subcategories

The teacher and his/
her performance

School organization
and administration

Classroom
organization and
administration

Student features.

Infraestructura.

Factors

Commitment to teaching.

Teaching competencies.
Diminished esteem for the teaching
profession: unease and lack of
motivation.

Multi-level school.

Work atmosphere.

Dual functions.

Director leadership.

Technical Councils and faculty
meetings.

School shifts.

Educational and administrative
procedures.

Group size.
Class time.

Attitudes towards teachers and
classroom study.

Personal motivation.

Addiction and violence.
Students with different abilities.

Premises.

Classroom furniture and materials.
Technical resources and Internet
connection.

Institutional

management

Infrastructure.

Administrative workload.

Initial training and professional
development.

Lack of staff (teaching, support,
administrative).

Changes in Study Plans and Programs.
Linkage between school levels.
Financial resources.

Supervisors, Technical-Pedagogic
Advisers and Subject Heads.

Table 2. Categorization of the external-dimension information:

Categories

Family and
sociocultural
environment

socioeconomic and cultural context

Subcategories

Parents

Factors

Parents’ participation in their children's
education.

Parents’ expectations and educational
level.

Family disintegration.

Community

Cultural aspects.

Poverty

Migration and child labor.

Drug trafficking and lack of security.
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processes when planning and implementing
teaching-learning processes, and attitude to-
wards the educational and social challenges
that they face within their sphere of action,
are all seen by the interviewees as affecting
performance.

Among the adverse factors pertaining
to school organization and functioning, the
interviewees stressed the complications that
arise in multi-level schools, the importance
of the work environment, the performance
of various jobs —ranging from teaching,
serving as principal, carrying out manage-
ment tasks and acting as janitor— the lack of
collaboration among teachers.

With regard to elementary education,
the interviewees stressed the need for sup-
port and leadership from school principals
—who are responsible for promoting, and
may or may not help to create, spaces where
members of school staff collaborate in order
to find solutions to their schools’ particular
problems—, along with the effectiveness and
functionality of Technical School Councils,
while, with regard to upper secondary edu-
cation, they identified faculty meetings and
differences between school shifts as factors
that affect performance.

Additionally the interviewees consid-
ered group size, class times, lack of adequate
infrastructure in schools and classrooms,
lack of classroom furniture, teaching mate-
rials and teacher support, lack of technical
resources and Internet connectivity, and
lack of the electronic media and equipment
needed for teaching to be factors that nega-
tively affect their performance.

Family and community factors
Indubitably, the socioeconomic and cultural
context, which includes family and commu-
nity factors, plays a decisive role in teacher
performance, since students’ socioeconomic
and cultural conditions translate into mani-
festations and behaviors that affect the said
performance.

According to the interviewees, the main
external factors at the community level that
affect teacher performance are parent par-
ticipation, parents’ expectations with regard
to their children’s education, parents’ educa-
tional level and family disintegration, while
the factors at the community level that affect
teacher performance are issues having to do
with culture, poverty, migration, child labor,
drug trafficking and lack of security.
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Main challenges and recommendations
The focus-group interviewees stressed the
importance of strengthening initial training,
of processes for enabling trainees to join the
profession, of ongoing-training options and
of professional-development support.

They considered that there are not
enough initial-training options available, and
that those that do exist do not endow them
with the competencies that they need in or-
der to face the challenges of the classroom.

In this regard, they mentioned that they
attach a high value to spaces where they can
share experiences with their colleagues, even
when the latter work at other school levels.
Furthermore, they stressed the importance
of professional-association activities as “a
basic tool for the joint construction of solu-
tions to the particular needs and problems
that exist in schools”

They also considered that it is essential
to improve initial training by choosing better
candidates who, among other things, have a
vocation for teaching, are responsible and
possess the necessary qualities for joining
the teaching profession. As well as suggest-
ing that the teacher-training colleges should
review their selectiOon procedures in order
to ensure that the best possible applicants
are selected, they also stressed the need to
work harder at linking theory, research, re-
flection and practice.

With regard to ongoing training and
professional development, the interview-
ees asserted that the professional-develop-
ment model is defective, being centralized
and consisting of courses and workshops
which, for the most part, are given by people
with inadequate training and pedagogical
grounding. They also stressed the need to
design ongoing-training models, based on
the areas of teacher improvement identi-
fied, that are more relevant to the particular
characteristics of each context, modality and
educational level.

Finally, the interviewees who work in
high schools mentioned the need to develop
“pedagogical-upgrading” and tutoring strat-
egies that allow those graduates of teacher-
training colleges who do not receive a basic
grounding in pyschopedagogy to better con-
solidate themselves as members of the teach-
ing profession.

Factors in the drawing up of guidelines
Mexico will be the first Latin American
country to have produced a legally mandat-

ed road map for educational improvement
via the issuing of guidelines that, in the first
instance, will, indubitably have a strong im-
pact on that protagonist in the educational
process, the teacher, who, in the view of the
INEE, though not the only party responsible
for educational performance, is indeed a key
player who needs to be duly supplied with all
the tools that are needed improve the said
performance.

Hence, in order to come up with guidelines
that will help to improve the teacher’s lot,
professional development and job perfor-
mance, it is essential that we listen to teach-
ers, school principals, supervisors, advisers
and technical-pedagogical consultants in
order to get to know, first-hand, their view-
points and opinions about the evaluation of
their performance, and, above all, about the
factors that affect it.

We conclude that efforts come up with
alternatives and strategies aimed at improv-
ing education should take more stock of the
contexts in which teaching-learning occurs.
Based on our interviews with teachers and
other people involved in education, we re-
assert that teaching is done in complex, di-
verse, demanding, constantly changing envi-
ronments, and that, while many of manifold
factors that affect teacher performance cam
be identified, it is hard to ascertain specific
relationships of cause-and-effect.

For this reason, not only is the work done
by teachers devalued, but also their effective-
ness is placed in doubt, while they are held
disproportionately responsible for educa-
tional results without taking into account
the contexts in which they actually work or
considering how much support they receive
to help them do their jobs. €

1 Construyendo una metodologia para la emisién
de directrices para la mejora educativa. Work-
ing document. DGDME-UNPE, INEE, 2014, p. 9

ROADMAP

A brief overview

of good-teaching
frameworks and
their importance for
evaluating teacher
performance

What is good teaching? How can
we evaluate the performance of
Mexican teachers in accordance with
the present regulatory framework?
This article talks about some of the
useful experiences gained in Mexico
and other countries that can serve
as a basis for developing teacher-
evaluation processes both in our
own country and in the rest of Latin
America.

YOLANDA E. LEYVA BARAJAS

General Director for Teacher Evaluation
and Standards of INEE’s Unit for the
Evaluation of the National

Education System

yleyva@inee.edu.mx

Introduction

In discussions about, and analyses of, Mex-
ico’s education policy, there has been grow-
ing interest about what constitutes an effec-
tive, professional teacher, given that such
figures are cornerstones in the endeavor to
raise the quality of education and that it has
been recognized that it essential that we take
into account their working environments in
order to produce them. This article first dis-
cusses some immediate forerunners of the
current policy for the evaluation of teacher
performance, and then talks about some of
the experiences of other countries that have
developed good-teaching frameworks as
part of their teacher-training and teacher-
assessment processes. Finally, it describes
the current regulatory framework underpin-
ning the creation of a framework for defining
effective, professional teacher performance
that serves as a yardstick for the evaluation
of teachers working in our country’s compul-
sory-education system.
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Background and experiences at the
international level

Outstanding among the antecedents of
Mexico’s current regulatory framework is a
study carried out at the behest of the United
Nations Educational, Scientific and Cultural
Organization (UNEscoO) that concluded that
any endeavor to formulate good policies per-
taining to the teaching profession must focus
on making high-quality education available
to everyone (2012). The document contain-
ing the findings of the aforementioned study
describes the situation in which teachers and
their organizations in the region function
and, having discovered that they face simi-
lar problems, proposes criteria and policies.
One of its main recommendations concerns
the creation of common standards, stress-
ing that teacher training should be linked to
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of evaluating them. The most valuable con-
tributions made by this analysis constitute
a series of learnings for the building of the
frameworks in question and are useful for
purposes not only of teacher evaluation, but
also of teacher training.

Teacher-performance profiles,
parameters and yardsticks in Mexico

In Mexico, the most recent efforts to cre-
ate performance yardsticks are linked to the
Alliance for Quality in Education (Spanish
acronym: ACE) that was signed in 2008 be-
tween the Ministry of Education and the
National Union of Education Workers, who
agreed to establish teacher-performance and
management standards. The 2010 report of

the Organization for Economic Cooperation
and Development (OECD) on how to improve
Mexico’s schools stipulates performance
standards aimed enabling professional teach-
ers and society in general to be clear about
the core knowledge and main skills and val-
ues associated with good teaching in this
country. The 2008 Comprehensive Reform
of Upper-secondary Education established a
teacher profile based on eight competencies
(Official Federal Government Gazette, 2008).

Currently, as part of the lead-up to the
Educational Reform, Articles Three and Sev-
enty Three of the Mexican Constitution were
amended “for the basic purpose of guaran-
teeing high-quality, equitable education in
Mexico” The General Law Governing the

Aspects of teaching contained in the good-teaching frameworks

classroom practice and the exploitation of

areas of opportunity detected during teach- Country What it evaluates

ing observations (UNESCO-OREALC, 2012). Chile The standards have to do with aspects of teaching based on the complete tea-
With regard to experiences in the rest ching-learning cycle — i.e. (a) class preparation; (b) creation of an atmosphere that

of the world, countries such as the United favors student learning; (c) teaching that focuses on learning by all the students; and

States, Canada, Scotland and the rest of the (d) professional responsibility.

United Kingdom, Australia, Chile and Peru Peru The areas of teaching to be mastered are: (a) class planning; (b) learner-focused

have set up projects aimed at defining the
criteria included in their frameworks for
evaluating teacher performance and initial
—and ongoing— training procedures (Vail-
lant, 2004).

Insofar as these frameworks define stan-
dards (parameters), the performance yard-
sticks and guidelines can serve as a basis

teaching; (c) participation in community-oriented school management, and (d) the
development of professionalism and teaching vocation.

United States  The yardsticks for assessing teachers are: (a) commitment and a focus on learning by
all the students; (b) creation and the maintaining of environments that are conducive
to learning; (c) understanding and organization of contents; (d) planning and a focus
on learning by all the students; (e) evaluation of learning, and (f) professional deve-

lopment.

for the development of teacher-evaluation Australia The stqndards fo_cus on three areas of teachiqg: (a) professional know-how; (b)
processes that have a strong impact on the professional practices, and (c) professional commitment.
incorporation, retention, promotion and for- Singapore The model focuses on the basic ability to foster the child's all-round growth, and on
mative evaluation of teachers, with a view to four other competencies: (a) building knowledge; (b) winning hearts and minds; (c)
identifying training needs and encouraging working with others, and (d) knowing oneself and others.
reflection on teaching practices (In.gvarson, Canada The aspects evaluated are (a) commitment to students and their leamning; (b)
%013)‘ .They may a.lso serve as a basis for ac- professional know-how; (c) professional practice; (d) leadership of learning
tion, since they link the knowledge, skills communities; and (e) ongoing professional training
and core values that teachers should apply L : . :

England The standards are split into three interrelated sections: (a) professional values and

to their practice and constitute a shared defi-
nition of good teaching, also enabling us to
regulate the teaching profession and thus
design teacher-training programs and joint
policies aimed at compliance with the stan-
dards.

Regarding the frameworks’ main uses,
Meckes (2013) carries out a comparative
analysis of the countries that have created
teacher-performance frameworks, and also
looks at how teaching standards are orga-
nized and the types of competency that
most countries define along with the ways

practice (based on the General Teaching Council's Professional Code); (b) knowledge
and understanding (standards that require recently qualified teachers to be confident
and master the subjects that they teach, to have a good understanding of how
students should progress); and (c) teaching (standards related to planning, supervisory
and evaluation skills and classroom teaching and management).

Source: Compiled by the author based on the following source documents: Good—teaching framework
(2004), Good teacher performance framework (2012), On evaluation and teacher performance. Some
international experiences(2012); National Professional Standards for Teachers(2011); Using Competency-
Based Evaluation to Drive Teacher Excellence. Lessons from Singapore (2010); oeco review of educational-
evaluation frameworks policies for improving learning outcomes. A comparative international overview
of students, teachers, schools and education systems (2013), and Teachers are important: how to attract,
train and retain efficient teachers (2009).
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Teaching Service was published in 2013 for
the purpose of regulating Section II of Ar-
ticle Three of the Constitution and ensuring
that “all activities having to do with the ad-
ministration and supervision of elementary
and upper-secondary education serve the
purpose of providing high-quality educa-
tion” (Official Federal Government Gazette,
2103).

Article 14 of the General Law Governing
the Professional Teaching Service sets out to
create profiles, parameters and yardsticks so
as to define the main functions of teachers,
school principals and supervisors respec-
tively, “including, in the case of teachers,
planning, mastery of subject contents, con-
trol of the classroom environment, teaching
practices, student evaluation, responsibility
for students’ learning outcomes, in-school
cooperation, and communication with par-
ents and guardians’, along with “the estab-
lishment of competency levels for each of
the categories that apply to the positions of
teacher, school principal and supervisor and
the stipulation that teacher-performance
evaluation must take into account the eco-
nomic and socioeconomic and cultural con-
text of the school “in order to achieve ad-
equate learning outcomes and the inclusive
development of all the students”.

Based on these legal precepts, an initial
official document was drawn up stipulat-
ing the profiles, parameters and yardsticks
for the appointment of elementary-school
teachers (SEp, 2014a) and upper-secondary-
school teachers (SEp, 2014b), while, this year,
guidelines are being drawn up governing the
promotion of school principals, supervisors
and technical-pedagogic advisers to other
positions in accordance with The Medium-
term Program drawn up by the Institute and
the Office of the National Coordinator of the
Professional Teaching Service (INEE, 2014).

Also, this year, the profiles, parameters
and yardsticks pertaining to teacher perfor-
mance will be established, forming part of
the framework for whatever performance-
evaluation model is considered appropriate
and feasible in the country’s present circum-
stances and conducive to the implementa-
tion of the processes stipulated in the Gener-
al Law Governing the Professional Teaching
Service. €
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SPEAKING ALOUD: INTERVIEW

The challenges and
successes of teacher
training in Mexico

During the more than one hundred
years since it was founded, the
“Benemérita Escuela Normal
Veracruzana, Enrique C. Rébsamen”
has faced all sorts of challenges.
Interviewed for our Newsletter, its
director, Fidel Hernidndez Ferndndez,
talked about the strategies that have
enabled his institution to succeed
and identified some areas in which
the education and evaluation system
needs to improve.

he Benemérita Escuela Normal Veracru-

zana, Enrique C. Rébsamen (Enrique C.
Rébsamen Teacher Training College of Vera-
cruz; Spanish acronym: BENV) was founded
128 years ago. Through it have passed some
very worthy people, such as its founder, En-
rique C. Rébsamen, and other great teachers
who laid the foundations of what was des-
tined to become Mexico’s first nation-wide
teacher-training system.

In 1886, based on the system and prin-
ciples advocated by Rébsamen, the Governor
of the State of Veracruz, General Juan de la
Luz Enriquez, made it very clear: “Teachers
in our public schools should receive every
attention from whichever government is in
power so that we may ask them to sacrifice
themselves in order to provide a good educa-
tion to our children and youths”

In this regard, our teacher-training col-
lege is a stronghold of education in Mexico,
in Latin America and worldwide, because
the pedagogical principles enunciated by
great teachers who have graduated from it
—such as Moisés Sdenz Garza, who founded
Mexico’s secondary school system, and Ra-
fael Ramirez Castafieda, a great reformer of
rural education in Mexico— have led the way
forward in various areas.

Currently we have 1,372 students and of-
fer five undergraduate programs — in Primary
Education, Pre-school Education, Physical
Education, Special Education and Upper-sec-
ondary Education with a specialization in Dis-
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tance Education. Having recently broken new
ground by venturing into graduate studies, we
also have two master’s-degree programs and
will soon be opening two special programs,
and also a doctoral program, as part of an
agreement with the University of Mélaga.

In a study that we carried out, we noted
that the area with the biggest shortage of
teachers was physical education, and hence
we decided to set up a master’s-degree pro-
gram to develop competencies in that area,
while also establishing a second master’s-
degree program in educational innovation.
It is in this way that the BENV keeps at the
forefront. The knowledge society sets us the
challenge of innovating education in Mexico,
and therefore we have been working hard in
four areas:

The administrative staff

A director’s main task is management. As
Serafin Antinez has said, in one of his ex-
cellent presentations, that ‘A director should
come up with a practical democratic model.
The mechanism, methodology and proce-
dures whereby formal leadership is exercised
are very important. We have strived to en-
sure that the management and organization
of our [teacher-training] center is based on
consultation with its faculty. We have a tech-
nical committee and an academic board, and
we always have recourse to them so that the
best, most participatory and democratic,
decisions may be made based on the intel-
ligence, experience and know-how of our
teachers, students, and management and
maintenance staff.

The students

“Traditionally teachers in Mexico —as in my
own case— have humble beginnings as far
as their socioeconomic levels are concerned.
Many of our students come from rural areas
and from other states, being hired when they
graduate thanks to their good grades. For
example, in the last period of evaluations for
the purpose of hiring teachers, our graduates
ranked first.

The Teachers

Our teachers are split into two categories.
Those who joined our faculty before the
1970's were graduates of teacher-training
colleges, and those who joined when our
school became a higher-learning institution
in 2005. Now, those university graduates
joined our staff in response to the needs aris-
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ing from the new educational models, curri-
cula and study plans.

Originally, we offered non-degree pro-
grams in primary-school and pre-school
teaching. The first proposal for conferring
undergraduate status on these programs
nation-wide came from our institution, but
the said proposal was rejected because the
conditions still weren't right, being taken up
again in 1984.

Since we need teachers with computing
skills, given the current boom in educational
technology we teach our students computing
skills, which they find very useful in their work.

Humanistic training

In the 1970, the education sciences —in-
cluding didactics— were a basic underpin-
ning of our teacher training programs. One
of the areas that has been seriously neglected
has been the humanistic aspect of education.
It’s true that we needed to become more ef-
ficient, but everything we do should be based
on humanistic values. In the BENV we've
striven not to lose sight of these and to instill
them in our trainees.

The outlook for teacher training

Our top priority is to produce professionals.
Teachers should study every day and there
are two ways of doing this: (a) professional-
ization via ongoing training in other institu-
tions of higher education, and (b) self-direct-
ed teaching, since many teachers are unable
to engage in ongoing training, mainly for fi-
nancial reasons.

Most of our teachers pay for their own
undergraduate and graduate courses. For-
tunately, there are some opportunities for
subsidized study, such as the Program for
Professional Teacher Development (Spanish
acronym: PRODEP), in which our institution
has obtained the best results nationwide. In-
deed, many of our colleagues are enrolled in
graduate courses in Canada and Spain.

The main obstacles to

high-quality initial training.

For training to be adequate, it must be based
on scientific knowledge. We can'’t proceed via
trial and error, and hence there must be some
trainings or parts of the curriculum devoted
to thinking skills. Philosophy and logic, which
are fundamental, have been left out, and hence
one of our big challenges consists in review-
ing this reform to ensure that students also
learn, or relearn, how to think. We also face

the challenge of engendering social awareness
in young teachers, so that they live up to their
obligations responsibly.

Furthermore, since Veracruz has at least
3,000 multi-level schools, we need to produce
teachers who master the right strategies for
such situations.

The BENV constantly receives visitors
from teacher-training colleges in other parts
of Mexico that want to update themselves in
this area. Also, we have visited Oaxaca, Chi-
apas, Guerrero and Yucatan, since these states
have a lot of problems relating to schools in
which a single teacher covers several levels or
even all of them.

Indeed, our institution was asked to pro-
vide input for the national multilevel-teach-
ing program. One of our faculty members,
Cenobio Popoca, visited the single-classroom
schools that are dependent on the BENV to
carry out observations, interview teachers
and pupils, and gather specialized materi-
als about multi-level teaching. In northern
Spain, for instance, among the cornerstones
of teacher training are the ideas of Rafael
Ramirez, who graduated from our institution.

We also need to produce teachers of
students with different abilities. In our un-
dergraduate course in Special Education, we
have two areas —one pertaining to the teach-
ing of pupils who are mentally challenged
and the other to that of pupils with hearing
or language difficulties. In our library, we
have a module for people who need to read in
braille, manned by blind or visually impaired
teachers. The BENV has made progress in this
regard, serving teacher-trainees with these
kinds of needs, who will later work in the Unit
for the Provision of Support Services for Reg-
ular Education (Spanish acronym: USAER) or
in the special-education sector.

Current overview of the BENV

As an institute of higher-education we now
have to concentrate not only on teaching,
but also on dissemination, outreach and
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research. Currently we have five academic
faculties, and another four that are being
registered.

Our young graduates are aware and

committed, and hence they take a very re-
sponsible approach towards their work and
produce good results. In the future, we will
have to provide even higher-quality results,
based on principles of equity and with a
humanistic focus. If our school manages to
prove itself worthy of the trust that society
has placed in it, we will be more than half-
way there.
Just a few years ago, we were in a state of
crisis, but we have managed to overcome
it. Our young graduates happily go wher-
ever they are sent, even to the most remote
mountains, valleys and coastal regions. We
have followed up, and the results are very
satisfactory. Some things —such as respon-
sibility, a proactive, democratic attitude,
and a commitment to gender equity— can’t
be learned in books.

In the last document that we handed
over to Emilio Chuayffet, the Minister of
Public Education of México, in La Paz, Baja
California, on June 6", 2014, we made rec-
ommendations regarding teacher training
in Mexico. One thing that we placed great
emphasis on was the need for young teach-
ers to conceive of themselves as educators
and trainers, since in that way they’ll do
their utmost to educate not only the chil-
dren in their schools, but also the societies
where the latter are located. I believe that
this is one of their fundamental roles.

The needs of the people of Mexico are
many and diverse, but above all, they need
good training, and that is what our teacher-
training colleges should provide.

We have had to enrich our curricula
because the ideas about teaching that were
handed down to us by the great educators
that our institution has produced, and by
their colleagues elsewhere, have gradually
been lost in the last reforms. For example,

we’ve now revived the practice of school
vegetable gardens, a teaching system cre-
ated by Rafael Ramirez.

The future of our country’s teacher-
training colleges

Our main task with regard to our students
is: @) to train them with a humanistic focus;
b) to make them aware that they must strive
to continually update themselves based on
scientific principles; and ¢) to encourage
them to do research in order to provide
high-quality teaching to the children in
their classrooms.

The new education model would ben-
efit greatly from broad consultation both
with teachers and with the different sectors
of society.

I respectfully make this suggestion so
that the teacher-training colleges and in-
service teachers may be heard, since they
know what the real on-the-ground prob-
lems are for education and can suggest vi-
able solutions to them.

It’s important that there be more sup-

port in the area of teacher updating, since
most teachers have to pay for it out of their
own pockets. The State should shoulder
its responsibilities in this regard, because
teaching is a state profession; our institu-
tions are public ones and they must pro-
duce the best teachers to serve the people
— above all, to serve those who are most in
need.
Right now, the teacher-training colleges are
the best means of improving education in
our country. Mexico’s big conflicts will be
settled via high-quality education. €

INTERVIEWED BY JUAN MOISES MORENO
GUZMAN

Fidel Hernandez Fernandez

| worked as a rural teacher trainer
around 1975, as part of a volunteer
project. Many of our efforts in the
areas of research, teaching, dissemi-
nation and outreach helped us to de-
velop as professionals. I've been in my
post at the benv for 4 years and | wish
to stress that the latter’s directors are
democratically elected.

SPEAKING ALOUD: INTERVIEW

Assessment, respect and
credibility: Foundations
of teaching

All the sectors involved in education
and in teachers evaluation must
jointly and actively implement

the scenarios envisaged in the
Educational Reform. Speaking about
“repositioning ourselves vis-a-vis
society as people and teachers

with credibility”, Maria Esther
Nurnez Cebrero, the director of the
“Benemérita Escuela Nacional de
Maestros” (National Teacher Training
College) located in Mexico-City, was
interviewed about the threats facing
—and opportunities for— the said
institution.

€€ "here is no art that can’t be built with
passion and love. When you love what
you do and are sensitive enough to under-
stand your fellow men, which is what we try
to encourage our students to do in the Na-
tional Teacher Training College — to feel that
love of teaching that will enable them to walk
a mile in their students’ shoes and open up
worlds of learning to them. It’s a matter not
just of standing in front of a group and talk-
ing about practical issues, but rather of find-
ing ways to motivate its members”
Thus affirms the director of the Nation-
al Teacher Training College, Maria Esther



Nuiez Cebrero, sitting behind her desk, as
she talks about teacher-training methods

“Through dialogue and listening, we can
create communities of sense to motivate
young people to do something for them-
selves and their environment. When you let
somebody tell you their life story, they will
conceive of teaching as a humanistic activity.
The human touch makes all the difference.
Dialogue and listening are the keys to success
in every profession, but even more so in ours,
because we work with people who have feel-
ings and need to be heard.

The strategies with which we equip our
young people are dialogue, reasoning and
reflection. Of course, we also cover the sylla-
bus, but the fact that the members of our fac-
ulty have teaching experience and give these
little tips to their students is very important.”

Having grown up in a family of teachers,
Nrez Cebrero, who is very aware of the dai-
ly challenges that teachers face in their jobs,
says:

“Our students must be aware of the di-
versity that exists in Mexico. Each group of
students is made up of different personalities,
customs and beliefs, and teachers must be
aware of this in order to give each pupil what
s/he needs: That is the first big challenge.

Secondly, they must be able to engender
a favorable atmosphere. When students re-
spect their teacher, learning becomes easier.
However, how is respect earned? Through
hard work, honesty, responsibility and love
of one’s profession”

She points out that in order for teachers
to face such challenges, it is essential that
they have received all-round training provid-
ed not only by competent teacher trainers,
but also by committed supervisors:

“You need to have credibility, which
comes from practicing what you preach. A
school principal should be close to his teach-
ers and students so as to be realistic, familiar
with the issues and assertive when making
decisions. Administrative work is important,
but when we become desk-bound we forget
what is most important, which is classroom
teaching.

Success is also achieved by reaching de-
cisions in collaboration with maintenance
staff, teachers and students. Notwithstand-
ing all the changes that the teacher-training
colleges have been through, our institution
is hard-working, committed and unworried,
because we have based our decisions on dia-
logue and listening.

21

Gazette of National Educational Evaluation Policy

All of us who are educators are facing
a big challenge —that of repositioning our-
selves vis-a-vis society as individuals and
teachers with credibility”

Nuiiez Cebrero asserts that assessment
should serve to analyze teaching and trans-
form it, rather than to discredit teachers.

“Assessment should be conceived of as
something that is necessary in order to ap-
praise the services provided by the Ministry
of Public Education, to solve problems, to
guide decision making, and to foster par-
ticipation. This implies placing the stress on
analyzing the information that is gathered,
rather than accumulating numbers, averages
and statistics, and obliges us to adopt certain
axiological viewpoints as yardsticks. Why are
we assessing? Do we assess the process or
the results? Do we assess in order to narrow
the parameters and exclude those who fail to
comply with them? Do we assess without any
consideration of the context? Do we assess in
order to hold people accountable or in order
to understand them?

Assessment is key to the building of a crit-
ical outlook. It has to do with not being com-
placent and with the ability to fully play one’s
role as a citizen and participate in society. It
implies making value judgments, reflecting
and analyzing one’s own achievements and
successes, along with the obstacles faced, so
as to identify areas of opportunity where we
can establish aims and change things”

In this regard, she lists the following
changes that evaluation has brought —or is
bringing— about in her institution:

a) Adjustments to the curricula of the un-
dergraduate programs in Pre-school
Education and Primary Education (2012
Primary-Education Law).

b) The transformation of teaching and im-
provement of educational processes.

¢) Fulfillment of students’ training needs.

d) 'The design of meaningful training activi-
ties and tasks.

e) Effective linkage with practice.

She affirms that assessment is a means
of finding out the views of members of edu-
cational communities about what they do
and discovering how they conceive of and
approach goals and challenges, thus being
aimed at taking the right actions based on the
best available information.

“The National Teacher Training College
has been developing assessment procedures

since the 1997 plan was implemented. In the
first phase of the said plan, the focus was on
improving teaching. In 2012, we realized that
we needed to carry out a similar process so as
to ascertain the extent to which the new plan
had been put into practice. Since it stressed
competencies, we needed to understand
what this meant for assessment. If we are to
be congruent with the contents of Decree
649, we cannot conceive of the implemen-
tation of the plan as a mere conceptual task
involving the repetition of contents or as an
adding up of grades or results on standard-
ized exams.

Traditional assessment — i.e. the mea-
suring of accumulated knowledge, the noting
down of end products, the averaging out of
grades- does not suffice as a means of bring-
ing about improvement and developing skills
and abilities in an all-round, authentic way.
In this regard, we agree with the decree in
question, which very pertinently states: ‘In a
competency-based approach, assessment is
aprocess wherebyevidenceis gathered abouta
student’s performance in order to make value
judgments based on a referential framework
consisting of competencies and their units
or ingredients and on performance criteria,
and so as to identify those areas that need to
be strengthened so as to reach the necessary
developmental level, as set forth in the profile
and in each course pertaining to the curricu-
lum [...]. In this regard, all-round, compre-
hensive assessment of knowledge, skills, at-
titudes and values in action is needed’

Taking the above into account, assess-
ment is done in situ using ad hoc param-
eters, there is reflection about the products,
the individuality of each subject is respected
without making them compete against oth-
ers, and the process is enriched by various
fact-finding procedures such as interviews,
observations, case follow-up, problem solv-
ing and real, meaningful challenges”

Aware that assessment processes imply
high levels of responsibility, Nufez Cebrero
reflects on certain issues:

“How can we be fair and not just take the
easy way out of merely using instruments?
To start with, there is the simple consider-
ation that, since we teachers at the National
Teacher Training College are experts in as-
sessment with a lot of experience, we set out
to exchange ideas in order to create shared
assessment yardsticks based on the evalua-
tion and implantation of the aforesaid plan
and the difficulties inherent in it.
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It has not been easy. Assessment can be
biased towards grading or misunderstood
as an exercising of power against the unini-
tiated person who dares to encroach on the
sacred confines of the classroom. Any reform
that does not see teachers as individuals and
engage in a respectful dialogue with them is
bound to engender resistance.

For this reason, we have formed a team of
teachers who represent the community in or-
der to talk about the best way to assess, create
and use instruments, and reflect and make
value judgments as a basis for recommend-
ing actions. The said instruments include
impressionistic interviews, consideration of
the social context, and reflection about how
to improve training. A complex social envi-
ronment needs a broad viewpoint, and hence
it’s essential that everybody participate — not
just a closed group”

Since she teaches a group as well as being
the director of the National Teacher Training
College, Ntinez Cebrero understands how
teachers feel and endeavors to support them:

“The reforms and changes are disconcert-
ing and engender fear and uncertainty, since
we think that the function of assessment is to
approve or disapprove, which is what we've
experienced in our institution. Therefore, it is
not easy to create an assessment culture that
enables us to identify opportunities for posi-
tive change.

Nevertheless, our young people are us-
ing platforms to evaluate, which enables us
to get a general overview of our institution
and of our teaching practices so as find out
what we are doing well and where we need to
improve. The challenge is to keep on work-
ing with our country to produce reforms that
commit us to improving publilc education.

Now the teacher-training colleges can’t
all be evaluated in the same way, since each
one is sui generis. We would have to begin

by finding out which processes are in place
in each institution and identifying certain
features that would serve as serve as founda-
tions for building and transformation.

The processes can't be totalitarian; they
have to proceed gradually in order to identify
parameters or features that will render them
efficient. The people who are to be assessed
would also have to play a part in the evalu-
ation of the teacher-training colleges, since
this would create more trust and confidence”

Nuiiez Cebrero ends by reemphasizing
the importance of evaluation, respect and
credibility as foundations for both teacher
training and teaching. €

INTERVIEW WITH MAGDALENA ALPIZAR

Maria Esther Nufiez Cebrero
| had the good fortune to grow up
in a family of teachers who encour-
aged my personal developed. Being
a teacher enables you to have a dif-
ferent view of life and to develop as
a human being. Working to overcome
your weaknesses makes you grow.
This is what happens when teach-
ers put their heart and soul into what
they are doing and walk in the shoes
of others. So why am | a teacher?
Because | was strongly influenced by
my family and because, from a very
early age, | was fated to stand in a
classroom. Today | am still convinced
that teaching is a wonderful profes-
sion. What | can do with my students
is to encourage them to create better
human beings starting in primary-
school.

IN THE CLASSROOM: INTERVIEWS

Three teachers and their
struggles in the depths
of Cahada Honda

In an interview with us that is

split up into six sections, Raul
Barcenas Ramirez, the Director

of the Justo Sierra Méndez Rural
Teacher Training College in the
state of Aguascalientes, along with
the head of the latter institution’s
Teaching Department, José Antonio
Pérez Lopez, and the head of its
Department of Ongoing Training,
José de Jests Pulido Gallegos,
asserted that changing an educational
culture is a team effort in which it is
essential to take into consideration
the individual naure of each school
and provide ongoing support.

A teacher-training college

with a difference

Founded 78 years ago, the Justo Sierra Mén-
dez Rural Teacher Training College offers a
Bachelor’s Degree in Primary Education and
has only female students. Currently there are
140 trainees, 90% of whom come from 11
states — mainly from Durango, Guanajuato
and Zacatecas.

A distinctive feature of this school —
which receives both state and federal fund-
ing and gives full scholarships to its students,
covering food, clothing and in-school board-
ing— is its graduates’ willingness to work
anywhere in Mexico.

Due to its special characteristics, the in-
stitution needs to have a different infrastruc-
ture and offer a different type of teacher train-
ing. When the Program for the Institutional
Improvement of Public Teacher Training Col-
leges (Spanish acronym: PRONIM) was set up
in 2006, the college put together a strategic
plan, including a diagnostic study and a proj-
ect, in order to be funded. This constituted a
watershed for the college with regard to ex-
panding and improving some aspects of its in-
frastructure and equipment, as well as giving
better training to its teachers —who currently
number 65— and supporting them in their
postgraduate studies and research endeavors,
as occurs in all universities.



Teaching demands
It is necessary to evaluate performance, pro-
ductivity and commitment, essential areas
in which teachers constantly need to strive
to get good results by constantly updating
themselves, doing research and analysis, con-
structing texts and generating knowledge.
From our classrooms we have to be man-
agers — managers of our students’ learning
and managers of resources. The director’s job
is to make things happen, but he shouldn’t be
responsible for doing everything. Teachers
have to make sure that the things they teach
are put into practice, that competencies are
deployed in real life. We need to change things
—to be leaders of change— because we teach
teachers. A change of culture is needed, a
change in our way of thinking and a construc-
tive attitude vis-a-vis our institution and also
vis-a-vis society. This is our main challenge as
teachers: now we can't expect the school to
give us everything; we have to use what we've
learned in our training to communicate our
way of thinking and ideas to our students, and
of course we have to deal with authorities, par-
ents and society in general.

The essential nature

of the rural teacher-training college

If we don’t change in our teacher-training
college, it’s going to be hard to promote
change in the primary schools. Our teach-
ers’ lack of basic training or preparation must
be remedied if our students are going to be
able to compete with graduates from other
schools who are well trained.

The PROMIN program was put in place
precisely to bring us up to par as an institute
of higher education, but there were also ad-
justments in order to afford individualized
treatment to the different teacher-training
colleges.

Now, with the educational or labor re-
form, they're planning to evaluate us, but not
the higher-level institutions because they’re
still autonomous. The view of the work we do
is changing again, though evaluation is the
key to getting a job or receiving training to
help us to satisfy teachers’ real needs.

In the teacher-training colleges we train
our students to teach a lot of very poor, mar-
ginalized people who live in rural zones and
in the mountains. If the rural teacher-train-
ing colleges are neglected, these groups will
continue to be excluded and condemned to
be poor forever.
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In this regard, education is still the only
way for people to make progress; it gives
them a chance to have a better life. If the ru-
ral teacher-colleges are done away with, who
on earth is going to help these areas and the
many marginalized people who live in them.

No other institution offers the same char-
acter-building education and encouragement
to be daring, enterprising, assertive and pa-
triotic as the rural teacher-training colleges.

The work done by rural teacher-training
colleges makes a real difference and has a big
impact, but that’s been forgotten now. We
have to do away with this situation where
there are two Mexicos. If we want to change
things, as is happening now thanks to radical,
robust decisions, then people need to recog-
nize that Mexico belongs to everybody and
not just to a few people. Mexicans don't all
live in cities, but also in the mountains and
in marginalized communities. We mustn't
forget that the rural teacher-training colleges
were a product of the Mexican Revolution.
They are a legacy that’s still alive and kicking
after more than a hundred years and they’re
still needed, albeit it with a new structure and
a different type of teaching. They have to be
saved.

It’s obvious from what happened in Guer-
rero that the problem is a serious one. These
situations make people drop out of school.
When the government doesn’t provide you
with the funding that they’re supposed to
get, people head out in search of it. That’s
happened here too. There are times when
they don’t deposit our funds, and if there’s no
money, then nobody sells you food. Why do
kids go out with tin cans to raise money, hold
sit-ins, hijack buses? Because the govern-
ment doesn’t do its job and we accustom our
students to the idea that that’s the way to get
things. If each of us did our job, kids wouldn’t
need to do such things and all the things that
we’re going through now wouldn’t have hap-
pened. But they happened, and now they've
taken notice of us. Unfortunately, it was be-
cause of what happened. It should have been
different. Now we have to see what difference
these changes make.

The role of diagnostic studies

Al the teacher-training colleges in Aguas-
calientes —there are five of us— work based
on the same ideas. Right now a study of our
teachers’ real needs is being carried out in
order to help them to do a better job. When
we look at our teachers’ needs, we realize that

they're a lot, that we've been left behind, and
that society needs different things from teach-
er-training-college graduates, which is why
it’s important for us to carry out a diagnostic
study, since you can’t change something with-
out basing the change on something.

Without an evaluation, perceptions
are personal or very subjective. In these
circumstances, we do need an instrument
—an external one— to tell us how we are,
but it’s important for this evaluation to
take particularities and regional conditions
into account. I mean, the Regional Teacher
Training Center in Aguascalientes (Spanish
acronym: CRENA) isn’'t the same as Canada
Honda; and we aren’t the same as the teach-
er-training college in Saucillo. Although
were both rural, our conditions aren’t the
same.

In order for an evaluation to be meaning-
ful, there'd have to be a better understanding
of the differences between the two institu-
tions and their natures, dynamics and insti-
tutional life and synergies.

Another thing that needs to be taken into
account is the difference between wanting to
train, and having to train, to be a teacher. The
idea that we have of teaching changes com-
pletely: it’s called vocation.

Implementation of the evaluation
culture

We've created instruments inside our insti-
tution to find out where we are. Recently we
designed a serious research project, using
specialized educational-research programs
to find out which competencies graduating
students should have. What we discovered
were priority needs such as mastery of in-
formation technology. We also found out
other things about students’ work and per-
formance. These evaluations provide us with
feedback on achievement levels. We also
evaluate teacher performance at the end of
the semester.

The person responsible for making these
measurements bases them on the profes-
sional competencies established by the Na-
tional Association of Universities and Higher
Education Institutions (Spanish acronym:
ANUIES) for professional teachers in higher-
education institutions. Using these, the stu-
dents evaluate their teachers.

We use these results to help our teachers
to exploit their areas of opportunity during
the next school year. This way, we're trying to
implant an evaluation culture.
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We've evaluated technical and pedagogi-
cal computing competencies — i.e. the skills
that our teachers say they have, their knowl-
edge and mastery and their use of comput-
ers in the classroom. We recently designed
an instrument for use in the classroom and
for following up with our teachers and as-
sessing their classes. What are we trying to
achieve with these observations? Obviously,
if we improve our practices, that will have a
direct impact on our students, who, for their
part, spend their days practicing, and we're
also creating instruments to evaluate their
planning.

As planning evaluators, we see what their
strengths and weaknesses are in this area and
later, when we observe them, we make quan-
titative and qualitative judgments. We're be-
ginning to carry out a sort of sSwoT analysis
of their strengths, weaknesses, opportunities
and threats.

All this happened when the proOMIN
and its resources appeared on the scene. At
the beginning, most of the trainings were
planned by those of us who drew up the pro-
grams, without having much idea of what
we were doing. Bit by bit, things have been
changing. We ~ ve done research into —and
follow-up on— teacher and student perfor-
mance inside and outside the classroom, and
this has given rise to courses that strengthen
requisite teacher-trainer competencies.

The results

Using these instruments we found out that
we teachers in the Justo Sierra Teacher Train-
ing College in Canada needed support, even
though we’re professional educators.

The fact is, for example, that students have
been evaluating their teachers for years now,
but only as a matter of form, because these
evaluations didn’t have any real impact or
result in changes or improvement; they were
merely informative. There was no link be-
tween the findings of the evaluations and de-
cisions by administrative staff to implement
programs to remedy the defects detected.
Now we respond to the needs that are de-
tected.

Since 20035, the teacher-training colleges
have been running training courses and in-
frastructure-improvement courses. Certainly
progress has been made, but very slowly. Al-
though our budget has been increased, it’s
really nothing compared with the funding for
universities — really nothing, and we almost
totally depend on it.

When the 2012 Plan came into force,
we started a pilot study and they gave us an
incentive because we were pioneers at that
stage — i.e. 3.5 million pesos for the specific
purpose of strengthening our infrastructure
in terms of the networks, equipment and
books that we needed to implement the re-
form, because the Plan requires technology,
and how were we going to have it if the con-
ditions made it impossible? With that, we
grew a bit, but it isn’t enough. We need a lot
of investment to be able to compare with a
higher-education institution.

The first generation of students taught af-
ter this Plan was implemented is only just go-
ing to graduate and it would be a far stretch
to say that we've fully developed the required
competencies. Some time will have to go by
for us to see how much progress we ‘ve made.
But we did manage to implant an evaluation
culture in our community, as well as training
ourselves, carrying out a needs analysis and
working with each of our teachers.

Every semester we also encourage our
teachers to tutor their students, finding out
their needs and helping them to hone their
comprehension skills and reflect on what
they’ve learned. €

INTERVIEWED BY LAURA ATHIE

Raul Barcenas Ramirez

| received my Bachelor’s Degree in
Primary Education from the Aguas-
calientes Regional Teacher-training
Center (Spanish acronym: crena) 17
years ago, and then obtained a Mas-
ter’s Degree in Elementary Education
from the Autonomous University of
Aguascalientes. | was a teacher in Ca-
flada Honda and then they offered me
a job as a Head of the Department of
Follow-up, Planning and Curricula and
then | became director of the Justo Si-
erra Méndez Teacher-training College
in 2012. I'm convinced that the rural
teacher training colleges are the ideal
places for training teachers capable
of working in impoverished rural and
mountainous areas. If these institu-
tions are neglected, these groups will
continue to be marginalized and all
but doomed to be poor forever. Edu-
cation is still their only means of ad-
vancement.

IN THE CLASSROOM: INTERVIEW

A noble, worthwhile
and complex task

The “Centenaria y Benemérita Miguel
F. Martinez” teacher-training college,
which is located in the center of

the city of Monterrey in the state of
Nuevo Ledn, offers degree courses

in Pre-school, Primary-level and
Physical Education and is about

to launch a graduate program. In

an interview, its director, Alfonso
Ramirez Reyes, who graduated from
the institution that he now heads,
explained how the latter, which is
one of the most important regional
teacher-training centers in Mexico,
conceives of, and tackles, teacher
assessment.

Innovative students and teachers who
continually update themselves

Research indicates that our students all share
two typical features: they have very high
emotional-intelligence, being sensitive and
well balanced, and also very well developed
intellectual skills. This description gives a
very clear picture of the people who study



in our institution, who have an honest, bal-
anced and healthy attitude regarding what
they want — an attitude that constitutes one
of the cornerstones of our college, where we
have noble, valiant, innovative students who
are very keen to learn.

We are talking about a total of 1,857 stu-
dents, 1,327 of whom are enrolled in 3 un-
dergraduate programs (Pre-school, Primary
and Physical Education), while the remain-
ing 530 are enrolled in graduate ones.

The main challenge with which train-
ing these young people faces us consists
in the ongoing updating of our teachers,
whom we must motivate, and encourage to
be sensitive and to take part in the training
of teaching staff in order to strengthen our
main activities as an institute of Upper Sec-
ondary Education — i.e. teaching, research,
consultancy, the organization and promo-
tion of cultural activities, and cultural out-
reach- which mean that we must help them
to come up with proposals, draft texts and
presentations, take part in congresses and
publish in international scholarly journals,
which they are motivated to do via incen-
tives stipulated in the State Plan for the
Strengthening of Teacher Training College
Education and also using our own funding.

Thanks to our faculty, consisting of al-
most 200 professors teaching at the under-
graduate level and over 40 teaching special-
ized courses, many of whom hold master’s
degrees or doctorates, we are a very enter-
prising and innovative institution.

For example, due to the efforts of our in-
novative students and the ongoing updating
of our teachers, we have developed a partic-
ularly successful practice whereby, as part
of their teaching activities, our staff work,
in the seventh and eighth semesters, on a
project which, among other things, involves
the production of teacher diaries, portfo-
lios, and evaluation and planning folders,
as well as the setting up of classroom “re-
source nooks” and the carrying out of sys-
tematic group work focusing on observation
journals and teaching-practice sessions.
Likewise, our teacher-trainees keep similar
diaries where they record observations and
note down their experiences.

Besides promoting analysis and reflec-
tion in the course of teaching, since our stu-
dents work in varying contexts, we also have
a dialectical approach to experiential evalu-
ation, so that there are critical factors, such
as the impact of the environment, work in
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the classroom, and materials, that we take
into account and assess.

It bears mentioning, here, that we have
two teacher-training colleges in the rural
part of the state of Nuevo Léon -the “Serafin
Pena” college in Montemorelos and the “Pab-
lo Livas” college in Sabinas Hidalgo- as well
as our own college in the center of the city
of Monterrey. Notwithstanding our different
locations, the conceptual and organizational
challenges are the same everywhere.

Evaluation, improvement and
professional identity

I believe that, when evaluating teacher-
training, we should take into account con-
texts, infrastructures, surroundings, human
resources and cash flows, with special em-
phasis on human resources, since we need
to ascertain what kind of students, teach-
ers and groups we are dealing with, so as to
come up with yardsticks for analyzing the
other features.

Nowadays, in this regard, teachers need
to change their classroom practices based
on other parameters and concepts —i.e.,
in the words of Edgar Morin, based on
uncertainty, complexity, error and turbu-
lence— so that, in our teacher training, we
may aspire to produce professionals with
profiles suited to elementary education,
based on a very clear idea of what we want
them to be — i.e., among other things, in-
novative, critical. self-critical teachers, able
to vary their teaching approach so as to
achieve the desired aims while taking stock
of socioeconomic and cultural contexts and
stressing features such as globality, govern-
ability, sustainability and equality; teachers
who, regardless of their ideology, are com-
mitted to their work, constantly evolving,
and in full control of the available technical
resources and able to make use of them in
the classroom; teachers devoted to their fel-
low men who are able to base their teaching
on democratic values and principles while
evaluating their interaction both with them-
selves and with others; teachers imbued,
among other things, with a spirit of justice
and inclusiveness.

As to how we can achieve this, accord-
ing to Michael Fullan’s theory of change,
educators must be open and sensitive both
to changes and innovations from outside and
to those innovations and changes they need
to bring about jointly with their students in
order to modify their surroundings.

In this regard, I wish to revisit and link
two classical concepts that I believe to un-
derpin all teaching: the humanistic ethic of
respect and love for the student and, based
on the latter, a love of teaching itself. We
must redefine our concepts of what it means
to be a teacher and reassess our professional
identity.

The roads to strengthening

For some years now we in the teacher-train-
ing colleges have been jointly engaged in pro-
cesses such as the exchange of success stories
that we need to affirm and consolidate. We
must be humble, cooperative and sharing;
why not talk about our successes and share
them with our colleagues in other environ-
ments, institutions and states, doing so hum-
bly rather than arrogantly, since only thus
will we be able to strengthen our nation-wide
teacher-training system. I am convinced that
teaching is a noble, worthy and complex task
that involves loving our fellow man and iden-
tifying with others in the fullest sense. This is
its great value. €

INTERVIEWED BY MAGDALENA ALPIZAR

Alfonso Ramirez Reyes
I’'m the son of peasant farmers and
attended primary school in the moun-
tainous region where the Jimulco can-
yon is located, in the Laguna district.
| was very keen to get a good educa-
tion and longed to be a teacher since
my senior year in primary school.

| liked the atmosphere in the
rural school near Nazareno in the Le-
rdo municipality of Durango. In 1978,
| accompanied my grandparents to
Monterrey, in the state of Nuevo Leon,
where | attended secondary school at
night in one of the neighborhoods
near the city center. After that, | en-
rolled here, in the “Centenaria y Ben-
emérita Miguel F. Martinez” teacher-
training college, where | graduated as
a primary-school teacher. | managed
to do this mainly thanks to the voca-
tional-guidance counsellor in my sec-
ondary school, because | really liked
the idea of teaching other people.
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Teacher sensibility is a
prerequisite for progress
in education

Evaluation strengthens schools, but
it also brings challenges, said Ramoén
Guadalupe Lara Cruz, Director

of the Rafael Ramirez Castaneda
Teacher Training Center in the state
of Sonora, when we interviewed him
about his experiences in his alma
mater, which he now heads.

€€ T valuation is a process of dialogue, un-

derstanding and improvement. In this
regard, improvement means moving for-
ward. Rather than ending an existing cycle,
we must start another one, because, though
evaluation is sometimes a sore point for
teachers, it is a fact that institutions do not
function adequately without measuring pro-

cesses. For this reason, I believe that teacher-
training colleges should be evaluated based
on dialogue, in accordance with their con-
text, and taking into account the kind of stu-
dents who study in them.

So says Ramén Guadalupe Lara Cruz, di-
rector of the Rafael Ramirez Castaneda Re-
gional Teacher Training College in Sonora.

Lara Cruz, who has a bachelor’s degree
in Primary Education and a master’s degree
in Pedagogy, and is currently working on his
Ph.D. in Education, graduated from the in-
stitution that he now directs and describes
as follows:

“The Rafael Ramirez Castaneda Regional
Teacher Training Center is located in an ur-
ban area. Its students are graduates of up-
per-secondary-level institutions such as the
“Centro de Bachillerato Tecnolégico indus-
trial y de Servicios” (Spanish Acronym: CEBT-
1s) and the “Colegio de Bachilleres” (Spanish
acronym: COBACH). We offer degree courses
in Primary Education, Pre-school Primary
Education and Bilingual Intercultural Prima-
ry Education. Since our students come from
poor communities far from the city, our ap-
proach to them is special but not marked by
favoritism, since evaluation is a process of
dialogue, understanding and improvement.
In order to properly assess these students,
we must bear in mind the fact that these are
hard-working young people who come from
remote villages and have studied in upper-
secondary-level agricultural schools. As far
as their exit profile is concerned, they need
to be student-centered, able to teach in dif-
ferent types of school at different levels and
have an aptitude for working in primary
schools or kindergartens. However, this de-
manding job profile becomes even more
complex in the case of teachers who have to
work in multi-level or indigenous contexts.”

To illustrate the main professional con-
flicts faced by his graduates, Lara Cruz
mentions, as a case in point, the lecture on
human interaction that is given in his insti-
tution:

“According to our findings, teachers in
multi-level schools face four main problems:
(i) the children are vulnerable; (ii) since both
their parents work, they can seldom attend
meetings during normal school hours — i.e.
between 8:00 a.m. and 2:00 p.m.; (iii) the
teachers have to teach two different levels at
the same time or alternate between two dif-
ferent levels; (iv) as well as living in condi-
tions of extreme poverty, resulting from, and

reinforcing, all of the aforesaid circumstanc-
es, the children also have very poor commu-
nication skills” However, before they go out
and face these realities, the trainees have to
take intensive training in the Center, which
itself faces the challenge of ensuring that its
graduates are fit to teach.

“The bachelor’s-degree program in Bi-
lingual Intercultural Primary Education,
the implementation of which has been one
of the biggest challenges the Regional Cen-
ter has faced, has been a success because
the students have enriched it with contribu-
tions from their own culture. Another cru-
cial project is the 2012 bachelor’s program
in Primary Education, since we are the only
teacher-training college in our state pilot-
ing it. The teaching materials, trainings and
all the other aspects of this program con-
tinue to be the greatest challenge I have
ever faced during my time as director. For-
tunately, we've had a very positive response
from our teaching team, whose members
are very capable — “real sloggers’, as we say
here in Chihuahua; very practical people,
with strong theoretical underpinning, who
are devoted to their jobs”

And, indeed, the implementation of pro-
grams for the purpose of evaluating the Cen-
ter’s performance has been one of the biggest
challenges. Lara Cruz mentions some key
moments in this process:

“It was when I was assistant academic di-
rector, at the time when our institution began
to implement the evaluation system, that the
Inter-institutional Committees for the Evalu-
ation of Upper-secondary Education (Spanish
acronym: CIEES) were set up, constituting a
complete turnabout in teacher training. The
implementation of the ISO quality standard
was also a big challenge; we had to do every-
thing at the same time — assessment forms,
diagnostic documents, etc. These projects,
carried out by government institutions such
as the Department of Technical-Industrial
Education (Spanish acronym: DGETI) have
helped educational schools such as ours to
move ahead. The director, administrator or
assistant director don't head the institution
any more, but, rather, coordinate it, and all
these developments have made us a high-
quality school”

Thanks to his experience as a CIEES eval-
uator, Lara Cruz has visited many regional
teacher-training centers and got to know
their strengths and weaknesses. Based on
these experiences and the developments in



his own institution, he makes some sugges-
tions as to improvements:

“The implementation of the 150 standard
is a success because teachers behave more
responsibly when information and commu-
nications technologies are in place. For ex-
ample, a time clock in a teacher-training col-
lege does not make teachers more inherently
responsible, but it does make them turn up
for work punctually and start and finish
classes on time. In our case, using timeline
scheduling, we're able to set up an annual
education forum with speakers from differ-
ent parts of Mexico who supplement our
teacher-training program, and, of course, at
the beginning of each semester we need to
program a series of courses on topics such
as assessment, human relations and school
management.’

Having talked about improvement pro-
cesses in teacher-training institutions, Lara
Cruz lists the most important challenges in
this area:

“I think that one of the biggest challeng-
es is for teacher-training colleges to become
familiar with the curricula and ensure that
their students cover them properly. Full cur-
riculum coverage enables primary-schools
teachers to work more confidently and helps
teacher trainers to be more sensitive. I am
convinced that teacher trainers with the
right profile result in more effective educa-
tion. I believe that, in order to achieve im-
provement in education, we need teacher
trainers who are more sensitive and humane
and, above all, ones with practical experience
in the field” €

INTERVIEWED BY MAGDALENA ALPIZAR

Ramon Guadalupe Lara Cruz

| came to the Regional Center after
working in primary education for
seven years and, based on my expe-
rience there, | now coordinate the
Rafael Ramirez Castafieda Regional
Teacher Training College, having pre-
viously held the position of assistant
academic director there. | believe that
the work I've done there has been
successful because | know all the staff
and maintain an ongoing liaison with
them regarding their work and how to
provide the best possible education to
the boys in our institution.
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Teacher evaluation:
Aims, challenges, and
some of the things we
have learned from our
experience in Chile

“Docentemds” is a program set

up to foster professional teacher
development based on performance
strengths and weaknesses. Its director
explains the summative and formative
aims, and also the achievements

of —and challenges facing— this
project, which constitutes a learning
opportunity for those of us facing the
challenges posed by ongoing training
in present-day Mexico.

YUuLAN SUN E

Director of the “Docentemds” project,
Pontificia Universidad Catélica de Chile
ysun@uc.cl

Identifying the most and least

effective teachers

Over the last few years, there has been a
growing conviction that teaching quality is
crucial to improving education. It is univer-
sally acknowledged that teachers are the most
important of all the educational factors that
determine teaching results, and also the most
modifiable one. The following widely cited
sentence from the Kinsey Report sums it up
very well: “The quality of an education system
cannot exceed the quality of its teachers.” (Fig.
1) (Barber & Mourshed, 2008).

Attention has increasingly focused on the
matter of how to identify the best and worst
teachers, with teacher evaluation assuming a
prominent role in educational research and
policy, as evidenced by the proliferation of
seminars, publications and research projects
over the last decade, and the development of
new teacher-evaluation programs both in the
English-speaking countries (Especially the
United States) and in Latin America (e.g. Co-
lombia, Chile, Mexico and Peru).

The different expectations for these pro-
grams, and the varying aims assigned to them,

have not always been clear. For some people,
teacher evaluation is basically a means of
holding people responsible, a quality-assur-
ance mechanism expected to serve as a jus-
tification for taking necessary actions that
have previously been put off, such as remov-
ing teachers who totally fail to produce ac-
ceptable results —or to develop minimum
competencies— from the classroom, or giv-
ing financial stimuli to those who prove to be
very effective. Other people think that evalu-
ation should be preeminently formative and
improvement focused, that it should foster
reflection and good teaching practices, pro-
viding feedback to teachers, teacher trainers,
school principals, etc., and giving them tools
and information for achieving improvement.

Each of these positions favors particular
evaluation instruments: in the case adherents
to the first of the above positions, standard-
ized tests for measuring student progress,
hopefully using value-added models; in the
case of those favoring the second one, class-
room observations and the reviewing of
teaching aids and portfolios. In this regard,
most people agree that it is better to use a
wide range of instruments and sources, since
this makes it easier to make sounder, wiser
judgments (Bill and Melinda Gates Founda-
tion, 2013).

The debate about the purposes of evalua-
tion is more complicated. It would seem dif-
ficult for the same system to adequately ful-
fill both summative and formative aims, and
a combination of systems would seem more
feasible —and is sometimes unavoidable—
in the context of education systems that are
still striving towards educational quality and
equity. In such systems there is both a need
to promote teacher training and professional
development and heavy pressure to improve
student results.

Furthermore, conditions don't always
permit schools to autonomously implement
systems for formatively evaluating and im-
proving their teachers and it is usually the
education authorities who assume responsi-
bility for implementing teacher-assessment
systems that require a great deal of political,
economic, technical and logistical support.
This was the case in Chile, which, in 2002, be-
gan to implement a voluntary teacher-certifi-
cation program called Asignacion de Excelen-
cia Pedagdgica (The Pedagogic Excellency
Assignment) (www.aep.mineduc.cl), which
was followed up the next year by the Sisterma
de Evaluacién del Desemperio Profesional


mailto:ysun@uc.cl
http://www.aep.mineduc.cl

28

Fig. 1. Teacher quality is the most important level

for improving student outcomes
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Source: Barber, M. and Mourshed, M. (2008). Cémo hicieron los sistemas educativos con
mejor desempefio del mundo para alcanzar sus objetivos, Document No. 41. Santiago de
Chile: Program for the Promotion of Educational Reform in Latin America. http://goo.gl/

GXIXAM

Docente , an obligatory national program for
the evaluation of all classroom teachers in
public schools, known as Docentemds (www.
docentemas.cl).

Since its inception, the Docentemds pro-
gram had a combination of both summative
and formative aims (Avalos and Assael, 2006).
On the one hand, its main stated objective was
to foster professional teacher development
by identifying strengths and weaknesses in
performance. On the other hand, it included
explicit criteria or standards — i.e. the Good-
teaching Framework (Spanish: “Marco para
la Buena Ensefianza”: Ministry of Education,
2004); as well as using various instruments -
ie. self-assessment, pair interviews, school
principals’ reports, and a structured portfolio
including written evidence and a recording of
a class. At the same time, this evaluation has
potentially drastic consequences, since it can
result in the dismissal of teachers whose per-
formance proves to be below standard in suc-
cessive sessions, while enabling those who get
good results to receive economic incentives if
they pass a knowledge-based test.

Docentemas: the System for Evaluating
Professional Teacher Performance
Having been in use for almost 12 years, the
Docentemds program constitutes a learning
opportunity. The law that stipulates its basic
features and declares it obligatory ensures that
it will continue and thus makes progressive

experience-based improvement of it possible,
with the result that, within the bounds of the
law, there have been interesting developments
in this program with regard to the creation of
instruments, the procedures used for choos-
ing and training assessors, the reporting of
results, etc.

There have been changes in the guidelines
that govern the evaluation and its consequenc-
es and in the program itself, and the evidence
gathered during the process has served as a
basis for numerous research projects (Manzi,
Gonzélez & Sun, 2011). Moreover, it has led
to the development of hefty research agendas
covering things such as the program’s conse-
quential validity and the technical make-up of
its instruments and corrective processes (Taut
& Sun, 2014). For example, the studies carried
out reveal that the evaluation’s results —above
all those pertaining to the portfolio— corre-
late with student results- and show that it has
face validity among teachers, most of whom
feel that it accurately reflects their teaching
practices.

However, notwithstanding the aforesaid
achievements, the program still faces chal-
lenges regarding its usefulness for improving
teaching.

A new evaluation component that
focuses on improvement

In 2011, a panel of experts convened by the
Organization for Economic Cooperation and

Development (0EcD) carried out a study
commissioned by the Chilean Ministry of
Education aimed at “evaluating evaluation”
The conclusions of the report on this study
cite, as its strengths, its usefulness as a nor-
mative framework for teacher performance
and alignment with the latter, its combined
use of instruments and source materials, its
success in promoting an evaluation culture
among teachers, who accept the process and
are keen to receive feedback on their teach-
ing, the important role it allows teachers to
play in the process, and the inclusion of an
external institution that has helped to assure
its technical quality and the public’s trust in
it (Santiago et al., 2013).

On the other hand, the report points out
that the evaluation has failed to consolidate it-
self as an improvement tool, with many teach-
ers perceiving it to be more focused on ac-
countability than on improving performance.
The experts state that the program should do
more to foster professional discussion about
evaluation and the use of its results as a basis
for drawing up development plans for all the
teachers assessed, rather than just for those
with unsatisfactory results, as the present
guidelines stipulate. They also recommend
more linkage with processes for improving
schools, stressing the role of school principals.

In general terms, the study in question
recommends adding a new assessment com-
ponent specifically focusing on improvement,
to be implemented entirely within the con-
fines of each school based on the yardsticks of
the Good-teaching Framework and leading,
mainly, to the provision of feedback to —and
the creation of a development plan for— each
teacher. This would result in two different and
hopefully synergic, evaluation systems, one
for summative purposes, and the other for
formative ones. This recommendation seems
to indicate that the oECD panel believes that
it is impossible to use a single system for both
the aforesaid purposes, at least in the current
context in Chile.

Following the publication of the study,
several of its recommendations are now be-
ginning to be implemented and those that
are more focused on structure may be em-
barked on this year, in the course of which
the authorities will roll out a new policy that
contemplates an institutionalized Teaching
Career and, most probably, a new phase in the
evaluation process.

Meanwhile, the program that is currently
in place cannot eschew the task of improv-
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ing teaching practices and fostering teacher
development, to which end new steps have
been taken to bolster the system’s formative
effects and increase its potential for generat-
ing improvement opportunities. Indeed, it
has already been doing this to some extent
by helping teachers to become familiar with
teaching standards and use them as a basis for
reflection and analysis. Likewise, each year
around 1,300 teachers are trained in pair-
interviewing, and a further 600 are trained to
grade portfolios. Furthermore, teachers state
that preparing portfolios encourages them to
reflect on them, and they also value feedback
reports that do not just include their final
score (which is pertinent from the summative
point of view), but also describe their perfor-
mance in accordance with specific yardsticks,
as well commenting on their ability to design
high-quality instruments for evaluating their
students, or to ask the latter thought-provok-
ing questions.

Moreover, in an endeavor to create more
linkage between evaluation and school im-
provement, trainings for school principals
have been set up, new support materials and
tools have been developed —including exam-
ples of the practices observed in portfolios,
which are available on the program website—
along with a library of videos showing teach-
ing practices, based on recordings of well-
taught classes. Likewise, some changes have
been made to the evaluation instruments,
along the lines suggested in the oECD study.

The benefits of having an initial design

The Chilean experience is illustrative of all the
challenges and difficulties faced by teacher
evaluation and the opportunities that it en-
genders. Though sociocultural variations and
education-system differences make it impos-
sible to directly transfer this experience to
other contexts, certain aspects of it would ap-
pear to be sufficiently universal and relevant
to merit attention. Outstanding among these
are: ensuring that teachers play a substantial,
direct role in designing and implementing the
evaluation; ensuring that it is widely dissemi-
nated in a variety of ways (training of local
protagonists, websites, printed media, etc.)
to ensure the informed participation of all the
teachers; encouraging rigorous independent
research into the evaluation and its instru-
ments — above all concerning their validity;
constantly gathering information while the
system is being implemented so as to verify
that is working as expected and detect unex-
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pected effects and thus provide feedback for
its ongoing improvement, taking into account
the opinions of different people involved in
the process, ranging from the teachers evalu-
ated, to the portfolio graders, to school princi-
pals and class-recording technicians.

In particular, since teacher evaluation is
highly a complex, multidimensional endeavor
—involving political, technical and logisti-
cal considerations, as well as variations in
the educational and professional culture of
the teachers evaluated— its core definitions
should be concise and clear, though it should
also be open to gradual experience-based cor-
rection and constant updating, sSo as to ensure
that it achieves its ultimate aims and does not
lose touch with the overall educational con-
text. €
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DOSSIER

Teacher Evaluation in
Spain: The contrasts of
a system in flux

When evaluating would-be teachers,
the Spanish authorities examine
their specific knowledge about the
special subject they wish to teach,
their aptitude for teaching and their
mastery of teaching techniques.
However, the author of this article
explains, the evaluation of in-service
teachers is one of the issues that the
education system has still to address.

MARiA CASTRO MORERA

Director of the Department of Educational
Research Methods and Diagnosis
cpr-Faculty of Education: Universidad
Complutense de Madrid
maria.castro@edu.ucm.es

Choosing the best candidates

Any review of teacher evaluation in Spain
calls for some comments on the teaching
profession in that country.

First, it should be pointed out that, in
Spain, the profession of teacher “is one of
those that are classified as “regulated™,
meaning that it is one of the professions
whose members’ competence is governed by
a guideline — i.e. by law, there is a set of func-
tions that that can only be undertaken by a
professional who holds an academic certifi-
cate or fulfills certain requirements and is of-
ficially authorized, upon passing an aptitude
test, to join a profession” (Génzalez Cueto,
2007).2 In this way, the Spanish authorities
acknowledge that education is a basic, in-
alienable right and reserves unto itself the
faculty of granting authorization, and estab-
lishing legal requirements, for the exercising
of the teaching profession.

Hence, those wishing to be kindergarten
or primary-school teachers must possess a
Master’s Degree in Kindergarten Education
or in Primary Education — qualifications
that normally require four years of study in
a Spanish university.
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Secondary-school teachers must be uni-
versity graduates in one of the subjects con-
tained in the secondary-school curriculum
and also have passed a one-year master’s-
degree course in secondary-school teaching.

Once the above requirements have been
complied with, the Government of Spain
—which is one of the many countries that au-
thorizes applicants to become teachers after
they have graduated in pedagogy, choosing
the best candidates— regulates entry to the
teaching profession.?

The process for entering

the teaching profession in Spain

Indeed, the aforementioned procedure
constitutes the first evaluation of would-
be teachers, since those wishing to join the
teaching profession must also pass a series
of demanding competitive public examina-
tions.*

Would-be teachers must pass two big
tests. Likewise, the first of these, which re-
quires applicants to demonstrate specific
knowledge in the subject that they wish to
teach, comprises two parts — (a) a practical
test aimed at verifying that the candidate
possesses the requisite academic knowledge,
and masters the technical skills, pertaining to
the subject that s/he aspires to teach, and (b)
a writing task on a subject chosen by the ap-
plicant from among a list of topics chosen at
random by the examining board. The second
part of the examination is also split into two
parts, consisting in the presentation of a les-
son plan and the giving of a spoken presenta-
tion about the said plan.

Clearly, the official process for entry to
the teaching profession in Spain are demand-
ing. However, as mentioned by Francisco
Lépez Rupérez (2014),° the processes are
surprisingly lax in the case of temporary or
private-school teachers, which means that
there is a double standard that is at odds with
the regulatory rigor of the official govern-
ment requirements described above.

Indeed, the evaluation of in-service
teachers is one of the matters that the Span-
ish education system has still to address, for
the Spanish education authorities do not sys-
tematically use evaluation as an instrument
for improvement. Nobody questions that
feedback should be one of the cornerstones
of professional-teacher-development policy
and, indeed, evaluation of teacher perfor-
mance and in-service teacher development
are part of the process for the promotion of

teachers within the profession (i.e. vertical
mobility), as are entry to the said profession,
to school-principal positions and to posi-
tions abroad, but there is an almost total lack
of feedback within the horizontal process of
teacher development.

Teachers prepared for a change

in the evaluation culture

We are beginning to see significant changes,
at least at the lip-service level, regarding the
importance that teachers attach to evalu-
ation. The results of the TALIS survey, with
regard to Spain, indicate that new teachers
attach more value to professional evaluation,
and feedback based on it, than experienced
ones.® However, 50% of all the [Spanish]
teachers surveyed in the 2008 TALIS survey
said that they are never evaluated or that
they never get feedback on evaluation from
any source (i.e. inspectors, school principals,
or the like),” and Spain has the second high-
est score, in this regard (with Italy having the
highest one) among all the countries sur-
veyed — significantly above the average score
of 13.4% for the total population of teachers
who state that they are never evaluated or
given feedback.

Therefore it would seem that Spanish
in-service teachers are ready for a change of
evaluation culture, and also that the Spanish
education authorities need to respond to this
fact by developing an effective and appropri-
ate teacher- evaluation system.

Societies value education

as a lever for change and improvement
Spanish society is turning the page and sub-
jecting its teachers to closer scrutiny, while
Spanish teachers, in turn, are starting to de-
mand reliable and validated feedback on their
performance. There is now a debate about
who is fitted to teach and how to afford entry
to this profession so crucial to our country’s
development. In this regard, the two political
parties that currently hold the most seats in
parliament have placed bills before the lat-
ter proposing legislation that is very much in
keeping with the recommendations set forth
in the 2007 McKinsey Report regarding high-
performance education systems.® Essentially,
leaving aside contextual considerations,
teachers should be chosen before they enter
teacher training, ensuring that they already
possess ample linguistic and arithmetic com-
petencies, a broad mastery of the subject that
they wish to teach, good communications

and people skills, a desire to learn, and the
motivation to work as teachers. The main
idea underlying this whole process is that
of attracting the best people to the teach-
ing profession. Indeed, the widely renowned
McKinsey Report concludes: “School sys-
tems, from Seoul to Chicago, from London
to New Zealand, and from Helsinki to Singa-
pore, show that making teaching a preferred
career choice depends less on high salaries or
‘culture’ than it does on a small set of simple
but critical policy choices: developing strong
processes for selecting and training teach-
ers, paying good starting compensation, and
carefully managing the status of the teach-
ing profession. Above all, the top performing
systems demonstrate that the quality of an
education system depends ultimately on the
quality of its teachers”

I'would like to think that the mechanisms
for improving and strengthening the teach-
ing profession are as simple as the McKin-
sey Report suggests, since this would mean
that we are dealing with a society that values
education as a crucial lever for change and
improvement. Certainly, attracting the best
teachers is one of the ways to support and
bring about this basic change in any society
that wants to aspire to —and work for— a
better future. €

1 Royal Decree No. 1665/1991 of October
25, 1991, Regulating the General System
for the Recognition of Higher Education
Teaching Qualifications of Member States
of the European Economic Community
that Require at least Three Years of Study.

2 Goénzalez Cueto, T. (2007). Informe: El
concepto de “profesion regulada” a que se
refiere el documento “La organizacién de
las ensenianzas universitarias en Esparia.
Ministerio de Educacién y Ciencia.

3 We give a detailed explanation of the of-
ficial requirements, since, in Spain, the
Spanish Government is, in fact, the big-
gest employer in the teaching sector. The
“Informe 2014 sobre el estado del sistema
educativo” issued by the Spanish Council
of State for Education, asserts that around
70% of all Kindergarten, Primary and Sec-
ondary teachers work in public schools,
which is why teachers are over-evaluated,
beyond the official requirements.

4 We give a detailed explanation of the of-
ficial requirements, since, in Spain, the
Spanish Government is, in fact, the big-
gest employer in the teaching sector. The
“Informe 2014 sobre el estado del sistema



educativo” issued by the Spanish Council
of State for Education, asserts that around
70% of all Kindergarten, Primary and Sec-
ondary teachers work in public schools,
which is why teachers are over-evaluated,
beyond the official requirements.

5 Lépez Rupérez, F. (2014). Fortalecer la
profesion docente. Un desafio crucial. Ma-
drid: Narcea.

6 OECD (2012). The experience of new teach-
ers. Results from TALIS 2008. Paris. OECD.

7 OECD (2009). Creating effective teaching
and learning environments: First results
from TALIs. Paris OECD.

8 McKinsey Report (2007). How the world’s
best-performing schools come out on top.
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Teachers and classroom
gender dynamics

at school in Africa:
Evidences for 15
Ministries of Education

In this article, the teacher quality

has been operationally defined by
selected variables, which include
teacher’s reading score, percentage of
teachers who give homework most
days of week, who always correct
homework, who give more tests per
week, and who meet parents more
per month, but furthermore, some
gender teachers facts, evidences to be
considered as a key policy options in
many educational systems.

MIOKO SAITO

International Institute for Educational
Planning, unesco-Paris
m.saito@iiep.unesco.org

Introduction: The relationship between
the teacher sex and pupils’ learning
achievement'

The feminization of teachers has been a
world-wide phenomenon often seen at the
primary level. Engagement of women wi-
thin the teaching profession has been also
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considered as one of the strategies for stren-
gthening the girls’ education, not only to
increase access and participation, but also
to overcome stereotypes especially in the
domain of mathematics and science at all le-
vels of education (UNEsco, 2003; UIS, 2010;
Kelly, 2011). Yet Hungi (2010) and Zang et al.
(2008) alerted about the persistent large gap
between the proportion of female teachers
and that of female school heads.

Furthermore, there have been mixed re-
sults on the relationship between the teacher
sex and pupils’ learning achievement. Some
argue that both boys and girls perform bet-
ter with female teachers probably due to the
female’s ‘motherly’ and ‘caring’ approach
(Kelly, 2011; Zang et al., 2008). Others claim
the opposite due to the female teachers’ anxi-
ety toward the subject matter, especially in
science and mathematics, perceived by the
pupils (Beilock et al., 2010), while others
considered the teacher sex as not an influ-
encing factor (Dickerson et al., 2013). Some
others established the ‘gender role model’
in which girls perform better with female
teachers while boys perform better with male
teachers (Dee, 2006). In terms of teachers’
performance, Antecol et al. (2012) has found
out that girls’ mathematics performance was
influenced by female teachers’ competency
in the subject, while it was not the case for
other subjects. In terms of boys’ performance
there was no influence regardless of the level
of teachers’ competency, teacher sex and the
subject area.

61,000 pupils and 4,000 teachers:
Gender, teaching practices and learning
achievement

Based on these studies, the current article
aims to examine the gender differences
in learning achievement in Southern and
Eastern African primary schools based on
the gender dynamics in classrooms and the
quality of teaching practices. Especially, the

following research questions have been ad-
dressed:

(i) What were the gender differences in
reading and mathematics achievement
of Grade 6 pupils according to the sex of
school heads and teachers? What were
the characteristics of the teachers and
teaching practices in each combination?

(ii) Do the sex of teachers and their perfor-
mance matter equally for boys” and girls’
achievement in reading and mathematics?

The basis for the study is the data ar-
chive of over 61000 pupils at the Grade 6
level and about 4000 Grade 6 teachers from
some 2000 schools in 15 Ministries of Edu-
cation, who participated in the third large-
scale assessment of Southern and Eastern
Africa Consortium for Monitoring Educa-
tional Quality (SACMEQ) in 2007, known as
SACMEQ I1I: Botswana, Kenya, Lesotho, Ma-
lawi, Mauritius, Mozambique, Namibia, Sey-
chelles, South Africa, Swaziland, Tanzania
(Mainland), Tanzania (Zanzibar), Uganda,
Zambia, and Zimbabwe.?

In this article, the teacher quality has
been operationally defined by selected vari-
ables, which include teacher’s reading score,
percentage of teachers who give homework
most days of week, who always correct read-
ing homework, who always explain reading
homework, who give one or more reading
tests per week, and who meet parents once
or more per month. The teacher’s reading
score was based on the teacher reading test
that has been equated with the pupil reading
test. These teacher background variables and
school-level variables have been compiled for
analyses to be carried out at the pupil level in
the sSAcMEQ data archive.

It could be hypothesized that pupils’ early
years’ experience with different teacher sex
may influence the perception towards teach-
ers as well as image of the role model, and in
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turn the pupils’ motivation and achievement.
However, the sAcMEQ data do not allow in-
vestigating this notion since the data collec-
tion involved only the teachers of Grade 6.
For this reason, any revealed association in
the current study may risk an overestima-
tion.

Finally, in the current exploratory de-
scriptive analyses, observed results were
controlled for neither the school location
nor the socio-economic status. Further stud-
ies would be required in order to analyse the
relationships after taking out these factors.

Gender: Its impact on teaching
practices and learning achievement in
reading and mathematics

The first research question deals with
the gender differences in pupils’ learning
achievement based on the sex of school
heads and teachers. These are some of its
results:

At national level, there was no gender
diferences for reading achievement in Ugan-
da. However, the significantly high perfor-
mance (531) was achieved by the group of
pupils who were at schools headed by female
school heads and taught by female reading
teachers. Other pupil groups did not yield a
high performance (only ranging from 467 to
482). In terms of the differences in achieve-
ment between boys and girls, there were sys-
tematic gender differences with boys in fa-
vour, except when the pupils were in schools
headed by the male school heads and taught
by female reading teachers, where achieve-
ment of girls was in favour.

The reading teachers in schools with
men or woman as a school head, there were
some particular characteristics. It is worth
noting that the female teachers who teach at
the schools headed by female school heads
had the highest reading score, and high-
est percentages for the frequent classroom
monitoring practices. Especially, the way
to handle the homework (not just giving,
but also correcting and explaining) for this
group had a remarkably higher percentages
(59 percent and 54 percent respectively com-
pared to some 30 percent in other groups)
than other groups.

It can be also seen from the research
evidence that in Mozambique, the reading
achievement of boys and girls were almost
the same when they were taught by female
reading teachers, regardless of the sex of
their school heads, while the gender differ-

ences were considerably large (with boys
in favour) when they were taught by male
teachers.

The most remarkable result (in terms
of the level and the spread) was achieved by
the pupils taught by female reading teachers
in schools headed by female school heads.
These reading teachers were the ones who
also scored the highest mean out of the four
groups in Mozambique. Similarly, the gender
differences in Tanzania was much larger (boys
in favour) when the pupils were taught by
male teachers, regardless of the sex of school
heads. However, no pattern was evident from
these female teachers’ practices in Tanzania.

The mathematics achievement in Ke-
nya revealed that boys and girls taught by
female mathematics teachers at schools
headed by female school heads tend to have
more gender equal learning outcomes than
other combinations. In terms of their teach-
ing practices, the female reading teachers in
schools headed by female school heads had
the highest mathematics test scores, highest
percentage for the frequent homework as-
signment and meeting parents. In Mozam-
bique, the female mathematics teachers in
schools headed by female school heads were
the ones who gave mathematics homework
and mathematics test most frequently, but
met the parents least frequently.

Male and female teachers;

boys and girls

The relationships between pupils’ and teach-
ers’ test scores have been separately reviewed
based on their sex. The study considered the
correlation coefficient of reading and math-
ematics scores between boys and male teach-
ers, boys and female teachers, girls and male
teachers, and girls and female teachers.

In South Africa, for both reading and
mathematics, strong positive relationships
were observed for all the combinations, in-
dicating that whatever the sex of pupils and
teachers and whatever the subjects, the high-
er the teachers’ scores, the higher the pupils’
scores, and vice versa. This type of system-
atic result was not obtained in many of the
countries.

For the reading results in Botswana, the
positive relationship between pupils' reading
scores and male teachers was stronger that
with female teachers' socores. The slope was
steeper with boys and male teachers, indi-
cating that the each unit of increase in the
male teachers’ score would contribute the

most on boys’ achievement. This seems to
suggest that in Botswana, where around one-
thirds of pupils were taught by male teachers
and boys were dragging behind in reading
achievement, hiring male teachers with high
reading competency could be considered to
be a key policy option for boys” advancement
in reading.

On the other hand, for Namibia the posi-
tive relationships were stronger with female
teachers for both boys and girls. This means
that both boys” and girls’ scores are closely
associated with the female teachers’ reading
scores.

For the mathematics results in Zambia,
the while boys' mathematics results were
consistent regardless of teachers' perfor-
mance of any sex. Girls'' results were asso-
ciated only with the female teachers' math-
ematics performance. Zambia’s results were
coherent with the conclusion by Antecol
et al. (2012). This indicates that for girls in
Zambia, for the female mathematics teachers
to be the role models, they have to be compe-
tent, rather than just being present.

Anxiety and confidence toward the
subject matter: Some conclusions

In this article, an attempt was made to evalu-
ate the relationship among sex of pupils,
teachers, and school heads, teachers’ perfor-
mance in subject knowledge, teaching prac-
tices, and pupils’ achievement. While the re-
sults were not systematic in all the countries,
some interesting patterns emerged in certain
countries. While at the country level, most of
SACMEQ countries showed girls outperform-
ing boys in reading, and boys outperforming
girls in mathematics, when aggregating by
sex of school heads and teachers, it was pos-
sible to assess for each country which gender
mix group would yield an improved gender
equality.

It was also possible to see that certain
good teaching practices might be also re-
lated to either the general good performance
of pupils or the improved gender equality.
Therefore, inspectors and teacher advisers
may be interested in periodically monitoring
these teaching practices.

In addition, it was demonstrated in cer-
tain countries that teachers’ competency in
subject knowledge is strongly associated with
boys’ or girls’ achievement. This has an impor-
tant implication especially for the mathemat-
ics achievement for girls in these countries.

While stereotype still exists, the meaning
of the ‘role model’ should take into consider-



ation not only the existence of more female
mathematics teachers, but also their compe-
tency level, which may lead to more confi-
dence for teachers themselves, that could be
also perceived by their pupils. It is therefore
important to stress the teachers’ subject
knowledge training in order to overcome
mathematics anxiety during the pre-service
and in-service teacher training.

Furthermore, as mentioned by Saito
(2011a; 2011b), there has not been much
change in the pattern of gender differences
since the previous SACMEQ study (Ross et al.,
2004; Ross & Makuwa, 2009). Therefore, it
is recommended for the SACMEQ Ministries
of Education to review all the gender-related
interventions through detailed analyses on
budget for quality improvement as opposed
to parity improvement.

Finally, in order to monitor and evalu-
ate the teacher quality, the saAcMEQ model
of assessing the teacher subject knowledge
together with the pupils achievement could
be validly applied in other international, re-
gional, and national assessments. €

1 This article is based on the author’s presenta-
tion during the 57" Annual Conference of the
Comparative and International Education So-
ciety (CIES), 2013. The author thanks sacmeq for
granting the use of sacmeq iii data archive.

2 A probability proportional to school (pps)
sampling was utilized in order to draw samples
of schools and pupils (Ross & Saito, in press).
Tests on reading and mathematics were based
on the curricula of 15 countries in Southern and
Eastern Africa. The tests have been calibrated
using Rasch measurement approach during the
second SACMEQ study (known as SACMEQ 11) in
2000 to have a SACMEQ pupil mean of 500 and
standard deviation of 100. The tests during sac-
MEQ 1II in 2007 were equated to the SACMEQ 11
calibration, allowing the valid comparison over
time (Ross et al., 2004).
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DOSSIER

A historical overview
of teacher training in
Mexico

Since their creation, the rural
teacher-training colleges have seemed
to be survivors from bygone days,
asserts Alberto Arnaut Salgado, a
research fellow in the Center for
Sociological Studies of the Colegio de
Mgéxico, who, in an interview with the
Gazette, gives us a historical overview
of this educational system that many
people perceive to be the last glimmer
of hope for the survival and betterment
of our country’s poorest groups.

hough the teacher-training colleges were

set up at the end of the XIX century, it
was in the XX century, as part of the post-rev-
olutionary agenda, that they assumed the mis-
sion and functions that still characterize them
today, explains Alberto Arnaut Salgado, who
holds a Ph. D. in History from the Faculty of
Law of the Universidad Nacional Auténoma
de México (National Autonomous University
of Mexico; Spanish acronym: uNaM) and a
Master’s Degree in Political Science from the
Center for International Studies of the Cole-
gio de México (Spanish acronym: Colmex).

“A new teacher-training system or sub-
system of federal rural teacher-training col-
leges, directly dependent on the federal gov-
ernment’s Ministry of Education was added
to the old teacher-training system set up at
the end of the XIX century. The basic task
of these institutions was to train teachers
for zones where there were still no public
schools and no supply of graduates from the
urban state teacher-training colleges. Un-
like the teacher-training colleges set up un-
der the liberal governments of the late XIX
century, these new colleges were creations of
the post-revolutionary régime that was com-
mitted to modernizing the country’s rural
communities and incorporating them into
the rest of the country, and also, in the most
radical period of the said régime, to achiev-
ing the same social transformations, at the
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regional and national levels, as occurred
during the Russian Revolution.”

As Dr. Arnaut —who is a teacher-re-
searcher in the Law Department of the Uni-
versidad Auténoma Metropolitana (Au-
tonomous Metropolitan University; Spanish
acronym: UAM), in the Mexican branch of
the Latin American Faculty of Social Sciences
(Spanish acronym: FLACSO), and in the Cen-
ter for International Studies of the Colegio
de México (Spanish acronym: Colmex)—ex-
plains, the relationship that existed between
the teacher-training colleges and the State
during the administration of President Lazaro
Cérdenas in the mid-1930’s changed in the
1940’s when President Manuel Avila Cama-
cho was in power.

“In that period, when both government
policies in general, and educational policies
in particular, were focusing on humanistic
and scientific education and the promotion of
national unity, the rural teacher-training col-
leges became a sort of uncomfortable linger-
ing leftover from the most radical period of
the post-revolutionary régime. We're talking
about institutions that were entering a period
of almost uninterrupted crisis — since they
were a stone in the shoe of the educational es-
tablishment, prevailing local interests, which
were generally conservative, and in that of the
equally conservative state governments, as
well as becoming irksome for the federal ad-
ministrations that followed that of Cardenas”

As evidence of the distancing between the
rural colleges and the State, Arnaut points out
that their numbers shrank from 39 to 30 dur-
ing the 1940’s, and then from 30 to 14 in the
period after the 1968 student conflict.

“During this century, two more rural
teacher-training colleges have been closed,
leaving only 14 nation-wide — survivors from
bygone days, in a country that has changed
radically in the period stretching from the
1930’s to this, the second decade of the XXI
century”

He explains that in the late 1960’s and
early 1970’s both the public and the private
teacher-training systems underwent diversi-
fication.

“The teacher-training-college system was
supplemented by other teacher-training in-
stitutions, such as the Centers for Teacher
Updating (Spanish acronym: cam’s) that
were set up by the Federal Teacher Train-
ing Institute (Spanish acronym: 1FcMm) in the
1940’s, the Regional Teacher Training Cen-
ters (Spanish acronym: CREN’s) in the 1960,
the Experimental Teacher Training Colleges
in the 1970, and the Distance-teaching
Units of the Universidad Pedagdgica Nacio-
nal (National Pedagogic University; Spanish
acronym: UPN) that began to appear at the
end of the 1970, along with a plethora of
private institutions.”

He points out that one of the important
changes in teacher-training dynamics con-
cerns access to teaching positions, which be-
came more and more difficult to find, so that
graduates were no longer guaranteed a job,
but had to compete for the positions available:

“All the graduates from the public and
private teacher-training colleges were guar-
anteed a job in a federal or state-level public
school. As time went by, there began to be
more graduates than newly created positions.
We went from a period where jobs were
guaranteed to one where they were more and
more difficult to find, then to one were there
was more and more competition for them,
then to the passing of the 2013 General Law
Governing the Professional Teaching Service
(Spanish acronym: LGspD), which mandates
a national system of competitive exams for
applicants wising to join the said Service.
As of next year, under the LGspD, Graduates
from the public teacher-training colleges will
have to compete with graduates from private
teacher-training colleges and from other in-
stitutions of higher education, both public
and private”

Arnaut, author of Los maestros de edu-
cacion primaria en México (“Primary-school
Teachers in Mexico”) and La federalizacion
educativa en México (“Educational Federal-
ization in Mexico”), enumerates some of the
challenges that will be faced by teacher train-
ing institutions in the age of performance
evaluation and teacher assessment.

“The new challenges facing the teacher-
training colleges sprang up in the early 1990’s
and got worse at the turn of the century.
One of them is the transition from an edu-
cational policy that favored universalization
— i.e. expansion accompanied by homoge-
neity. That change began in the 1980’s, when
policy prioritized quality, relevance, equality,

respect and diversity. Furthermore, as of the
beginning of the 1990’s, assessment became
a strategic tool for the administration of the
National Education Service (Spanish acro-
nym: SEN) and the management of teachers.
The latter were affected by the establishment
—initially somewhat simplistic— of two
modes of assessment, one of which was
classroom assessment, for which they began
to prepare their students, thus perverting the
purpose of evaluation, which is to improve
educational policies, curricula and practices.
The other type of assessment that had an im-
pact consisted in the establishment of com-
petitive examinations for applicants wising
to join the National Teaching Service and the
putting in place of a teacher-incentive system
that was closely linked to teacher and student
performance.

It was in this way that the evaluation
culture was implanted among the teachers,
who have now accepted that it is here to stay.
However, a lot of improvement is needed if
this evaluation régime is have a more posi-
tive impact on the performance, recruiting,
retention and mobility of in-service teachers.
Above all, we need evaluation that enables us
to choose the best teachers and improve their
classroom practices in a way that would im-
pact the performance of the SsEN”

With regard to the role of the rural teach-
er-training colleges in the XXI century, Ar-
naut remarks:

“I doubt whether any other type of teach-
er-training institution can produce people
able to work in the adverse conditions that
the graduates of the public teacher training
colleges —and above all of the rural teach-
er-training colleges— work in. I believe that
what we have to do is, on the one hand, to
create better study conditions for the stu-
dents in the rural teacher-training colleges,
and, on the other hand, to place emphasis on
their social make-up and ancestral culture.

The rural teacher-training colleges still
have much to do. They came into existence
in order to reduce the current social abyss
and I believe that they can go on doing so in
the measure that we acknowledge their spe-
cial historic —and current— role as institu-
tions that train teachers who are marked by
a strong commitment to social justice and to
their fellow men?” €

INTERVIEWED BY LAURA IRENE GONZALEZ
MENDOZA
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What have we learned
from the programs
for measuring teacher
performance?

What has been done, and what still
needs to be done, to strengthen
teacher abilities? What has been
learned from the policies, programs
and strategies implemented, and the
activities carried out, to promote
teacher training? This article reviews
some of the said training initiatives
and mentions some of the things that
were learned from them.

Rosa MAR{A TORRES HERNANDEZ
Teacher-researcher at the Universidad
Pedagdgica Nacional (National Pedagogic
University)

rrmth2000@gmail.com
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The tension between formative

and summative evaluation

Teacher evaluation has become a subject of
debate and controversy in the countries of
Latin America where there are millions of
teachers, and where the teaching profession
is held reponsible for educational short-
comings and deemed to be an area charac-
terized by both poor students and poor

Since Mexico’s Educational Reform inh
2013, with its creation of the Professional
Teaching Service (Spanish acronym: spp),
assigns a central role to evaluation, it seems
fitting that one should attempt to define the
said process, which inevitably entails ac-
knowledging its guiding principles. Indeed,
teacher evaluation —as various studies have
confirmed— is torn between two principles
— that of summative evaluation and that of
formative evaluation, the former being as-
sociated with performance and the latter
with career advancement, though it does not
appear that the teacher-evaluation systems
favor one over the other, since they asume
that they can both tirgger positive changes
in education.

The Professional Teaching Service is a
response, in the areas of elementary and
Upper Secondary Education in Mexico, to
the aforementiones principles. Given the
importance that is attached to evaluation
and its implications, we need to reflect on
some of the lessons learned over the last
20 years with regard to the formulation of
policies and programs, and the planning of
actions, aimed at improving tacher perfor-
mance. During that period, education in
Latin America was regulated via policies and
programs pertaining to ongoing training,
professional development, the setting up of
teacher-assessment systems, and the estab-
lisment of new yardsticks for linking wages
to merit.

In that period, teacher training and the
improvement of teacher peformance be-
came veritable political problems that not
only necessitated the study of processes,
mechanisms, purposes and aims, but also
required an understanding of the rationales
and lines of argument that underpin im-
provement programs, since there has never
been any long-term policy to guide initial
training, define professional-development
paths, and link teaching results to career
advancement.

The conflict between utilitarian

and reflective evaluation

The lessons learned in the last decade of the
tentieth century and the first decade of the
twenty first century concerned the need to:

» acknowledge that teacher-improvement
and teacher-performance policies must
create conditions that engender viability
and encourage educational institutions
and protagonists to unite in a sustained,
long-term effort

» reconsider the lack of linkage between
initial and ongoing training, which is
based on an over-narrow vision of pro-
fessional teacher development.

Ongoing training has mainly focused
on satisfying the needs engendered by cur-
riculum reform, on teacher support, and on
improving school management, with courses
and workshops being set up for the purpose
of implementing plans and curricula. These
mechanisms turned into privileged types of
training and, perhaps unintentionally, be-
came, in practice, merely utilitarian, when
they could have served as opportunities for
reflection about teaching practices and about
needs and opportunities for improvement.
Though subjects such as the distance-edu-
cation (“Telesecundaria”) systems, intercul-
turality or special education, it is necessary
to experiment with different approached
in order to gain experience in teaching stu-
dents of both sexes, and from different back-
grounds, ethnic groups and social levels, and
to develop culturally sensitive practices.

Both the National Program for the On-
going Updating of In-service Elementary-
level Teachers (Spanish acronym: PRONAP)
and the National Ongoing.-training System
for In-service Teachers included things such
as training, updating and professional im-
provement in their training, and this helped
to ensure that specific courses were avail-
able for each area of endeavor. In the case
of the National Ongoing-training Catalogue
for Elementary-level teachers, added to the
above, with the very positive inclusion of
higher-education institutions in the training
of Elementary-level teachers, was a wider
range of training options (courses, diploma
courses, specialized courses, master’s-de-
gree courses), but there was a tendency to-
wards commodification and the offering of
disjointed courses of a clearly remedial kind
that did not encourage teachers to engage
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in self-training or autonomously choose the
type of training programs that they needed,
as well as impeding the consolidation of
training paths.

We now know that performance-im-
provement processes are also subject to com-
modification — a lesson that we should not
forget if we are to avoid fostering a “market
for entry to, and continuance in, the teach-
ing profession, and for promotion and the
awarding of incentives within it”

The discontinuity between

inside and outside

The National Program for the Ongoing Up-
dating of In-service Elementary-level Teach-
ers showed us how important it is to create
conditions for changing educational practic-
es by establishing different training mecha-
nisms (a teacher-updating libraries, nation-
wide examinations, training programs and
teachers’ centers) both inside and outside
schools. It also made it clear that the changes
in question are conditioned by the rules of
the game that govern interaction among the
protagonists (associations, organizations,
unions, state authorities, etc.). Not only be-
cause negotiation forms part of all actions re-
garding educational policies, but also because
teaching is still at the core of the Education
System, interaction among the protagonists
hinges around the tension between central-
ization and decentralization and the types of
shared responsibility and public debate that
the decision-making process requires.

The focus on training enabled us to re-
flect on the mismatch between the programs
offered and actual classroom realities and
teaching practices. The focus on in-school
training gave rise to expectations of group
work based on training paths embarked on
from inside the school — i.e. by following a
continuous, progressive training path.

Today, in the same spirit, work within
the School Technical Committees, in-school
learning led by school principals, pair work
(i.e. working and thinking with other people)
and supervisor support are all encouraged.
However, experience tells us that there is a
discontinuity between inside and outside:
on the one hand, schools stress education,
but on the other hand they are set up based
on organizational concepts determined by
other times and other contexts, be these
bureaucratic, strategic or normative. Know-
ing where the possible meeting points are
still constitutes a challenge for training and

evaluation. Perhaps an understanding of this
mismatch would help us to avoid limiting
the improvement of teacher performance to
currently existing institutions and organiza-
tional structures.

The difference between teacher
incentives and academic achievement
Despite the reforms and the political agree-
ments with the unions, Mexico has still not
managed to achieve an ongoing-training sys-
tem that ensures the underpinning of high
quality and equity not only by the theoretical
approaches that are adopted, but also by the
mechanisms whereby the different courses
that teachers take in order to increase their
earnings are provided. The teaching profes-
sion is illustrative of this. The earnings of its
members increased and they set out to up-
date themselves, which is no small thing, but,
notwithstanding this, there is no evidence
showing that they are improving their stu-
dents’ academic performance.

Maybe the linkage between ongoing tra-
ining and the teacher-incentive program re-
sullted in a kind of disassociation of sensibili-
ty, which is, and will continue to be, difficult
to rectify. Nevertheless, it is asbolutely es-
sential that we do so, since this phenomenon
not only led teachers to attend courses and
workshops, but also resulted in their losing
their perception of teaching as a vocation and
epistemelogical discipline, devoting themsel-
ves to the pursuit of incentives per se, and
thus, in a way, yielding ground to a vision of
teaching as a matter of unions and adminis-
trative procedures.

The discontinuity between initial
training and ongoing training

A review of the programs, actions and pro-
tagonists in the effort to improve teacher
performance in Latin America reveals weak-
nesses in the training process. Furthemore,
there is a discontinuity between initial train-
ing and ongoing training, which faces us with
the challenge of:

+ conceiving of intitial-teacher-training in-
stitutions (i.e. Teacher Training Colleges)
as non-university centers with their own
characteristics charged with training stu-
dents according to their specific nature.

+ making detailed recommendations for
institutions whose graduates will join
the teaching profession via competitive
entry exminations, taking into account

the complexity inherent in building the
knowledge, know-how and practices re-
quired by teachers.

- taking into account teachers’ career
paths, and the contexts in which they
work, when designing performance-im-
provement programs.

Moreover, one can see that, for several
decades now, there has been a tendency to
promote programs and actions which, with
the best of intentions, are based on belief in
a single panacea. Hence, at one time or an-
other, management, training, curriculum
changes, have all been held out as guarantees
of educational quality. A review of the pro-
grams’ achievements and limitations shows
that this is not the case, teaching us the valu-
able lesson that there is no panacea for teach-
er evaluation either. €
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Effort and dissatisfaction: the results

of a nationwide research project

The greatest challenges in the ongoing train-
ing (o1) of elementary-level teachers in
Mexico have existed for many years now
— somuch so that they have been alongstand-
ing part of the specialized federal authorities’



nation-wide endeavor —now perceived as ur-
gent— to create OT courses aimed at improv-
ing educational processes and student results.

In this paper —the full version of which
will be published by the National Institute for
the Evaluation of Education, and was written
as part of the studies produced by the Gener-
al Directorate for the Gathering and Analysis
of Information and the Unit for the Dissemi-
nation of Information about, and the Foster-
ing of, an Evaluation Culture (Spanish acro-
nym: UIFCE)— I provide a preview of some of
the findings of a nation-wide research proj-
ect about the oT practices of primary school
principals and administrators.

Seven decades: the value that teachers
attach to ongoing training

For over seven decades, the Ministry of
Public Education has acknowledged that
having well trained professional teachers
is a prerequisite for achieving student suc-
cess and improving learning processes. This
long historical process has comprised sev-
eral stages — an initial one in which teacher
oT was conceived of as a training process
(1944-1971), a further, professional-im-
provement, one (1971-1978), then a phase
where training and professional develop-
ment were combined (1978-1988), and then
a phase where the focus was on the oT of
In-service Teachers (1978-1988), which en-
gendered the National In-service-teachers’
System, mandated by the General Educa-
tion Law in 1993 and giving way, in 1995, to
the National Permanent Updating Program
(Spanish acronym: PRONAP) , with the later
addition of the programs pertaining to In-
service Elementary-level teachers' and the
National System for the Ongoing Training
and Professional Improvement of In-service
Elementary-level Teachers.

Nevertheless, one of our informants/au-
thorities believes that this long process could
be divided into two major stages — one per-
taining to OT prior to linkage with the insti-
tutionalized Teaching Career and another
following the establishment of the latter. The
incentives that formed part of the aforesaid
Teaching Career became distorted by being
added to processes that were becoming more
and more devalued. Teachers took part mere-
ly because of the said incentives, though they
attached little value to the national updating
courses and workshops or to the courses of-
fered in the Teachers’ Centers in the various
states.
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Over time, this situation became the
first big challenge to teacher oT. Both teach-
ers and authorities are very much in agree-
ment that teachers attach little value to these
processes and that they do little to improve
learning or student results.

Nevertheless, although teachers attach
little value to these courses and consider
them to be inadequate, they take a total of be-
tween 100 and 300 hours of them each school
year. According to our informants and to
teachers, administrative staff and top officials
in the Ministry of Education, this has hap-
pened all over Mexico Furthermore, teachers
don’t even consider the Teachers’ Centers to
be of any use in preparing them for the Na-
tional Updating Exams for In-service Teach-
ers (Spanish acronym: ENAMS).

Yet “The Ministry of Public Education ac-
knowledges that elementary-school teachers
continuously learn by reflecting, by solving
the problems they encounter every day in the
classroom, by taking about their experiences
with other teachers, and by consulting spe-
cialized publications that provide them with
feedback about their ideas and experiences”?

This is also widely acknowledged and at-
tested to by elementary-level teachers and
those in charge of oT training, who are the key
players in the aforesaid training and profes-
sionalization processes, and in the National
Updating Courses and Workshops and other
courses and workshops that are held in the
Teachers’ Centers.

“The Teachers’ Centers, which seemed to
be a model way of getting near to teach-
ers, became a sort of teachers’ hideaway.
Suddenly teachers no longer go to their
schools, they wait for their own teachers
to turn up, and, believe it or not, they go
there because that’s where their partici-
pation [in courses and workshops] is for-
mally recorded - i.e. the teachers’ centers
are the places where the attendance cer-
tificates are handed out”

This has been confirmed by in-service pri-
mary-school teachers, and hence, in response
to the gradual devaluation, over the years, of
this costly, showy oT mechanism provided
by the education authorities, teachers have,
alongside it, created other wonderful ot pro-
cesses, with the results described below:

Another of our supervisor informants
confirms this poor relationship with the

Teachers Centers (TC’s): “Sad to say, but
the link that we have [with teachers], and
that we complain about...that is the TC’...
they [the teachers] ask us for the list of the
courses we're giving and they ask us for
the list to get official confirmation...they
want us to pass them the list...they don’t
want the Supervisor to sign. Because, if I
sign it,  become the coordinator; [if not] it
was Ongoing Training and it was the [Tc]
that offered it” *

In such conditions, it’s hardly surprising
to discover that only a third of all the teach-
ers who took the National Updating Exami-
nations for In-service Teachers over a period
of almost ten years passed them, and that, in
general, the things that are relevant for their
day-to-day teaching are not evaluated.

A survey answered by the same teachers
who took their examinations during the 2004-
2005 school year found that only 16% [of all
teachers] used the TC’s to prepare for their ex-
ams and that they didn’t attend any institution
in order to do their o, although half of them
would like the TC’s and the Teacher Updating
Centers to offer them OT alternatives.

These processes have proved to have very
low levels of correlation with improvements in
learning and the results thereof. The authori-
ties themselves have acknowledged this in
their evaluations of oT in teachers, adminis-
trative staff and Technical Pedagogic Advisers
(TPA’s): the program has ascertained that the
main problem that needs to be solved is that
there are “teachers, administrative staff and
TPA’s Pedagogic Advisers who cannot do their
jobs properly because they lack the necessary
theoretical and methodological knowledge”®

This is also attested to in the evaluations
carried out in the various states, and, for ex-
ample, in the document entitled Actualizacion
de maestros: diez arios de experiencia (“Teach-
er Updating: Ten Years of Experience”),’® in
which there is a self-evaluation of the perfor-
mance of the National Program for the Perma-
nent Updating of In-service Elementary-level
Teachers over the ten-year period from 1995
to 2005 before it morphed into the National
Ongoing Training and Professional Improve-
ment System.

One of the reasons for the above that is
repeatedly mentioned by both teachers and
authorities is the fact that teachers who were
working as TPA’s had not been offered the nec-
essary conditions or training to do that job:
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“This situation resulted in big group of
over 20,000 people who left the classroom,
or were temporarily assigned to non-class-
room positions, to do a wide range of jobs
that had nothing to do with the original
idea of providing pedagogic support. Sud-
denly you had all these people assigned
as TPA’s or whatever working as supervi-
sors, serving on technical boards at the
different school levels. The Ministry had
structures all over the place with scattered
armies of people who might or might not
be doing technical jobs. The conclusion is
that the technical-pedagogic consultancy
system that we've been gradually imple-
menting in our country is not a body of
advisers that we can, or should, deploy in

the coming years””

Often TPA’s had been assigned for politi-
cal, rather than academic, reasons. This hap-
pened in many of our country’s schools and
states.

“I've just heard about a state where what
they tell me is.... Look, there was a group
of people in the union that seized con-
trol of the chapter and of the education
system; what they did was to appoint
department bosses all over the place, ap-
point supervisors, TPA’s; so just look how
a structure based on the idea of providing
support for more specific, highly impor-
tant, things degenerated into a [politi-
cally distorted] situation”” 8

Self -training and extra-ordinary
supervisor
The parallel practices that teacher created
over the years in response to the aforesaid
challenge were proposed [to the teachers] by
the same people who had served as TpPA’s at
some time and were working in state OT enti-
ties or Teachers’ Centers and, after working
for 20 or 30 years, are now Sector Heads.
These extra-ordinary supervisors have
set out to create a big team of advisors in
each school-supervision zone to tackle spe-
cific learning problems:

A growth process based on team work
was set in motion in response to “teach-
ers’ needs...above all to their urgent need
to have an impact on their pupils” The re-
sults of this type of training were clearly
reflected in improved student perfor-
mance: “You could see the difference, the

progress. It was very notable... event the
school got recognized, because the prog-
ress was evident, the progress from one
school cycle to the next...we didn’t do it
to get points in order to be promoted or
obtain pay increases or certificates; it was
a commitment as teachers to improve
our students’ results”” ®

However, one TpA pointed out that this
kind of training takes a long time: “I had to
take a training in technical-pedagogical con-
sultancy that took a lot of years and I even
ended up giving advice to administrative staff
and teachers; if I hadn’t had all that academic
training first, it would have very hard for me
to do that job*?

Our teacher informants from other parts
of Mexico told us that it was a matter of cre-
ating groups of teacher-development coor-
dinators, though they also had to strive to
acquire the knowledge that they needed to
be advisors in group discussions led by their
principal:

“That year we received OT training in
School Management...in August, a week
before school entered. The teacher took
all the courses, but it was school Manage-
ment... School Management 1, 2 y 3 al-
though it was the Improvement Path that
year — improvement of [student] learning,
educational backwardness and two other
courses. They were supposed to train
the TprA’s, and they did, but in reality, in
our case, it was our school principal who
trained us. He’s always encouraged us to
work as a team. I don’t think the courses
are so efficient, because they [only] teach
us two strategies... We always take the
courses as a part of the Teaching Career
system, but really theyre not designed
to help us to perform better in the class-
room.

In the teachers’ opinion, oT “isn’t just
given by the teacher, but also by the member
of the administrative staff who knows about
the topic, or by the supervisor or inspector
who should know about the subject. That’s
ongoing training. The key elements are the
administrative staff and their continuance in
their posts”?

In some other cases the Teachers’ Centers
have played a part in facing this challenge by
involving advisors and TPA’s in their zones:

“When you went to ask for a workshop,
saying ‘Listen, I need a course for my
school!; they'd tell you to go straight to
the Teacher’s Center, saying ‘No, teacher,
there are TPA’s in your zone. Why did you
come here to ask for it?” ‘But you're also
here for that? youd answer. What was
the point in having a team that actually
didn’t know what its job was; they didn't
give courses...they didn't give trainings...
they didn’t give guidance, so I'd go back
to my zone and design the workshop
together with the teachers and advisors
there” 3

Harmonizing national and state
priorities

One of our country’s longstanding prob-
lems is that oT has always been available, de-
spite the wide-ranging catalogue of courses
and the alleged “freedom to choose” of teach-
ers, schools, supervisors and even state-level
ongoing-training coordinators. Though the
national course catalogue is a recent creation
of oT policy, the harmonization between this
external aspect and the internal processes has
been carried out collaterally by the teachers,
school principals, administrative staff, super-
visors and middle managers charged with
administering oT and learning improvement:

“Teacher training has two components,
one having to do with the internal as-
pect and the other with the external
one — with what comes from outside the
school. The law says that the two have to
be connected, and hence you can’'t de-
velop the external aspect without taking
into account what is being produced in-
ternally; this is crucial and leads you to a
very concrete conclusion: you cannot just
have a homogeneous series of courses at
the national level” **

Besides this essential harmonization be-
tween internal efforts and the external range
of oT courses, there must also be harmoniza-
tion with the national and state-level guide-
lines that will be established in the form of
profiles, parameters and professional stan-
dards for teachers, school principals, TPA’s,
supervisors and management staff. As one of
our expert informants states: “The guidelines
have to establish the criteria for the national
range of available courses in accordance with
the needs of the schools and the teachers and
in such a way, so to speak, that they make it



possible to achieve this linkage between na-
tional and local priorities*®

This analysis leads us to a final problem
facing or and the improvement of learn-
ing — i.e. the evaluation of teachers, school
principals, schools, and middle-level techni-
cal managers (i.e. the supervisors and other
managerial staff who administer the ot pro-
cess).

Evaluation is necessary

We may be surprised by the opinions of in-
service primary-school teachers, who say
that they need to be evaluated in order to
find out their training needs, since the latter
mirror the needs of their pupils. However,
the teachers do not agree that the evaluations
pertaining to the National Career system or
to the National Updating Examinations pro-
vided the diagnosis due to the way in which
they were designed and because they were
not even informed about their results in
them.

The teachers, school principals and su-
pervisors whom we consulted for our re-
search suggest various solutions to the afore-
said problems — i.e. a diagnostic evaluation
produced in situ in each school by them-
selves working as a team, at the primary-ed-
ucation-supervisor and sector-head level, at
all the administrative levels of the oT system.
Thus the oT needs and processes not only of
teachers, but also of supervisors and TPA’s,
have been identified for the purpose of train-
ing and professionalizing them in accordance
with a profile, as has already occurred.

Subsequently, the teachers —who have
designed workshops and catalogues and cre-
ated some standards and profiles pertaining
to the management of ongoing training and
state-level improvement processes— suggest
another in situ follow-up evaluation, which
they assert has produced good results, for
each school, supervision zone and state. We
are aware that this matter is presently being
reviewed by the experts/authorities charged
with administering evaluation and ot in
Mexico, for the purpose of implementing the
said outlines mandated in the General Law
Governing the Professional Teaching Ser-
vice, the name of which, indeed, seems, to
me, unsuitable from a strategic point of view:

“In my view, with regard to the regular-
ization programs mentioned in the regu-
larization law,” asserts our expert infor-
mant, “if we work hard, what we’ll get is
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a synoptic overview of the internal effort
that results in professional learning, but
associated with improved practices”” 16

Conclusion: a path built by all of us

Our expert informants/authorities acknowl-
edge how complex these evaluations are,
but they might agree that the response to
this challenge on the part of the teachers,
school principals, schools and extra-ordi-
nary administrative staff interviewed for our
research is valid and would have to be har-
monized with the national evaluation of the
profiles and standards that they propose. On
the path that we are all building, the aforesaid
in situ team-based OT processes that they
have called “internal’, which were approved
by state-level authorities many years ago —
and, curiously coincide with a recently for-
mulated educational policy that greatly re-
sembles them and is very pertinent: i.e. that
of the teacher-improvement path— would
have to be certified if they are to receive sup-
port.

Our informant affirms that the now de-
valued obligatory national courses that were
previously given at the start of the school
year have been replaced by the Techni-
cal Committees formed by secondary-level
teachers that are referred to in the Teaching
and Learning International Survey (TALIS)
of secondary-school teachers that was car-
ried out by the Organization for Economic
Cooperation and Development. However,
the exceptional primary-school teachers in-
terviewed for our research had already done
the same thing, achieving excellent improve-
ments in learning. €
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The great challenge
is for all our students
to learn to work with
knowledge

What are the challenges in
elementary and ongoing education?
How can we evaluate the work and
performance of teachers in order

to help foster more equality in our
country’s education and help it to
develop? This article talks about
paths, challenges and actions with
a view to making progress both in
schools and in society based on an
analysis of teacher performance in
one of the areas of education that
has been least explored — i.e. upper-
secondary education.
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pper Secondary Education (USE), as

compared with other types of educa-
tion, is well known as being the area least
addressed in the Mexican literature. This be-
comes clear, for example, if one examines the
specialized journals published over the last
20 years, such as Perfiles Educativos, pub-
lished by the Institute for Research into the
University and Education of the Universidad
Nacional Auténoma de México (Spanish ac-
ronyms: IISUE-UNAM) and the Revista Mexi-
cana de Investigacion Educativa y Revista
de la Educacion Superior, among others. An
examination of the aforesaid publications
reveals that between 96% and 97% of the ar-
ticles in them deal with elementary or higher
education — proof that Usk is looked down
even by researchers, as well as having been
passed over in the increases in public spend-
ing that have occurred over the past 30-35
years.

Interdisciplinary teaching and the
necessary conditions for it

In the face of the paucity of research about
USE, one must stress the need for work to
be done in this area in order to have more
solid foundations for making all manner of
recommendations and suggestions.

It bears pointing out that, during the
time that this neglect and inequity has pre-
vailed, the number of students in USE has
increased from just over 2 million in 1990 to
around 5 million at the time of writing this,
with a significant part of the population in
question being between 15 and 19 years old.
However, though national and institutional
policies have endeavored to achieve the on-
going growth of available education, little
progress has been made in efforts to raise
quality. The results in reading, mathematics
and science, in the Program for International
Student Assessment (P1SA), are among the
worst ones obtained by any of the member
countries of the Organization for Economic
Co-operation and Development (OECD).

We are faced with the task of taking sen-
sible and efficient action in the face of the
dire ongoing decline in the education of-
fered by our schools. Experience tells us not
to trust the aims overtly pursued in the sub-
ject curricula and study plans. While current
efforts to observe and systemize teachers’
knowledge do not extend beyond the iden-
tification of student and teacher practices
and their characteristics and results, we also
need to ascertain whether the teaching thus
analyzed really enables students to work in-
telligently with knowledge, both in general
and in the sciences, language, and applied
mathematics in particular. Indeed, the sub-
jects in the curriculum don't just serve as a
propaedeutic mechanism for crossing the
threshold to higher studies, but also consti-
tute an overall training aimed at equipping
students with life and job skills and enabling
them to take charge of their own learning
and to handle higher studies.

So as to achieve this much desired result,
we need to focus, as a society, on the pro-
cesses for achieving the aforesaid compre-
hensive training and making sure that all our
students get it. In order to do this, we need
to realign teaching so that it becomes less
fragmented and subject-based and more ho-
listic and comprehensive. An interdisciplin-
ary approach is a prerequisite for working in
the classroom on reading and argumentative
writing, on the appropriate areas of applied

mathematics for each subject, and on the
interdisciplinary application of knowledge
about various subjects —above all scientific
ones— for the purpose of solving epistemic,
technical, practical and political problems.
However, it should be pointed out that these
aims are not going to be achieved by ex-
panding and complicating the national and
state-level systems of guidelines, but, rather,
via courses and programs aimed at promot-
ing and facilitating such interdisciplinary
work at the local level. Wanting students to
develop abilities is not the same as reifying
educational progress as a type of bureaucrat-
ically conceived enforcement of standards
that takes little stock of people. Doing this
—above all, leaving a gap between the norms
and the means, support and flexibility that
are necessary for their local implementa-
tion— tends to produce serious imbalances
that lead to increasingly vicious circles.

Hence, once needs to consider certain
inherent problems. On the one hand, more
resources, programs, mechanisms and
stimuli are needed for preparing teachers. I
deliberately use the word “prepare” to cover
all the types of support that is needed - i.e.
training, updating and other types of formal
and informal input that serve to enrich the
available teaching resources. The aim is to
achieve teaching that more effectively elicits
intelligent student output. We need to im-
prove the image of teachers, paying them ex-
tra hours so that they can engage in interdis-
ciplinary activities with their fellow teachers
and their students.

The UsE teacher in his/her different
types of environment

One way to achieve the aforesaid is to stop
seeing some of the new functions that have
appeared on the USE teaching horizon over
the last 20 years as opportunities for creating
new jobs. Rather than just creating assess-
ment and tutoring posts, we would do well to
consider paying extra hours to subject teach-
ers, on condition that they first receive train-
ing in institutional procedures — something
that is pertinent now that there is a greater
awareness of the role that schools need to
play in training citizens, whose informed,
rational participation —when made known
to the community and underpinned by tech-
nical, scientific and humanistic knowledge-
can greatly help to overcome national crises
that threaten the physical integrity and legal
and political rights both of people and of
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their possessions. Neglect of this duty to the
nation has serious consequences for social
coexistence and manifests itself in sundry
difficulties in the areas of communication,
accountability and free speech, and even in
the administration of justice and the analysis
of national problems and possible courses of
action — consequences that seriously affect
everybody, but above all our country’s most
disadvantaged groups.

Indeed, my second question has to do
with the abovementioned issues and with
the matter of education for disadvantaged
groups: how do teachers in rural areas, multi-
level schools and indigenous zones, and
teachers of students with different abilities,
manage to do their jobs?

Upper Secondary Distance Education
(uspe), the “Telebachillerato” distance-
education system, and the intercultural
secondary-education system are three dif-
ferent modalities that have started to affect
the availability of education in rural zones,
though, unfortunately, the aforesaid inter-
cultural secondary-education system, set up
by the Ministry of Education’s Department
for the General Coordination of Intercul-
tural and Bilingual Education, has had a lim-
ited impact, since only a few of our country’s
schools have adopted this system.

The usDE has had a bigger impact in ru-
ral zones, usually being administered by the
State Preparatory School (Spanish: Cole-
gio de Bachilleres) or the State Preparatory
School for Scientific and Technological Stud-
ies (Spanish acronym: cecyTE). Usually it
takes the form of a center with two teachers
and a coordinator, and though the latter can
teach, and is often willing to teach, it’s diffi-
cult for him/her to do so due to the red tape
he has to comply with in the state capital, so
that, in practice, all the teaching is done by
the two teachers.

Clearly there’s an urgent need to review
the organization, its workings, and the cur-
ricula it designs in such circumstances. It’s
pointless to pretend that the subjects that
are meant to be taught in urban prepara-
tory schools, which are clearly organized
into subject areas assigned to teachers with
the type of training that is overwhelmingly
prevalent in higher education, can be taught
in these centers.

For its part, the “Telebachillerato” is es-
sentially a system that operates at the state
level, and has been in place longer than the
other two systems, especially in states such
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as Veracruz. However, it would appear that
the said system has devoted itself to offer-
ing a cheaper version of preparatory-school
education, since it has campuses with hun-
dreds of students, which, in many ways, cold
justifiably be turned into institutions with
classroom-taught courses.

Before defining and precisely specifying
how the aforesaid three modalities should
operate, we need to be familiar with their dif-
ferent circumstances, modi operandi, prac-
tices and results.

Professional and training

prospects in today’s Mexico

My third question is: what are the profes-
sional and training prospects for teachers
in the current political context? The last 25
to 30 years have seen enormous growth in
the field of education, resulting in a need for
people to do research in that area and to de-
velop, monitor, evaluate, adapt and, in some
cases, implement the reforms that are need-
ed so that students may not only learn defi-
nitions, procedures and algorithms, but also
work with this knowledge. This proliferation
has engendered teacher-development paths
pertaining to following areas that are clearly
not included in the bachelor’s-degree train-
ing courses that teachers have traditionally
taken:

1. The use of teachers’ knowledge and
skills to organize, evaluate, and talk
and write about education.

2. The organization of teaching envi-
ronments in order to ensure that stu-
dents develop as expected, and that
teachers learn to communicate and
cooperate with their colleagues for
the purpose of improving the class-
room environment

3. The preparation and organization of
activities whereby students can ex-
press their knowledge about course
contents, give spoken presentations,
interpret written and spoken texts,
write, and learn how language func-
tions

4. The provision of support so that
teachers can acquire or consolidate
knowledge that extends beyond their
subject area about: i) pupils and
teachers ii) fair, equitable teaching
environments iii) curriculum design
and course planning iv) evaluation,
and v) how to reflect about teaching.

However, the bachelor’s-degree courses
in the teaching of sciences and humanities
offered by the higher-education institutions
that normally produce upper-secondary-
level teachers are very limited and are no-
where near being enriched or inspired by the
progress made by other countries in the areas
listed above.

Supports for the design

of educational policies

Finally comes the question of how evalua-
tion can underpin the design of educational
policies that respond to the challenges of
teaching. Firstly, evaluation is relevant for
the design of policies only insofar as it offers
realistic supports for achieving aims and pro-
curing means.

There is an outstanding need to review
and update the available teacher education
in the areas of training, updating, and so on,
which implies a big increase in the above
forms of training for classroom teachers, and
likewise, there is a real need to enhance the
status of subject teachers by paying them ex-
tra hours to engage in interdisciplinary tasks
and student follow-up.

Facing and overcoming these challenges
implies overcoming resistance on the part
of discipline-based approaches based on
dense subject study programs and a nar-
rowly propaedeutic focus. Going beyond
the core disciplines of the preparatory-level
curricula, these approaches will, so to speak,
“disciplinize” a large part of the innovatory
endeavors by turning sensible training pro-
cesses into obligatory study subjects. Along
these lines, there are public subsystems that
have made tutoring a compulsory subject — a
subject that thousands of students fail, thus
having to pay for a resit of the examination.
The same thing happens with sport and art.
Such policies defeat their own essential pur-
poses and result, instead, in shifty, deceitful
practices or in sham and corruption. In short,
we face the great challenge of finding ways
for all our students to learn to work with
knowledge. €






