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PROLOGUE

Ten conferences. Twenty years of history. A university system that 
cultivates educational innovation and promotes university train-
ing. Beyond the figures, the most relevant aspect of this period has 
been the constancy and professionalism of a group of women and 
men who have overseen the progress of university teaching. And 
they have made no fuss about doing so, have not been swayed by 
fashions or the peremptory circumstances, and have often even had 
to work against the flow.

Throughout these two decades we have witnessed a boom in sci-
entific research in Catalonia. With unceasing force, Catalan uni-
versities and research centres have risen to positions where they are 
often leading the way in European scientific production. And they 
have done so in an extraordinarily brief time and from a histori-
cal background of scant research that has been limited to certain 
groups and people. But despite all the positivity that this entails, 
we should also recognise that teaching activity at universities has 
sometimes been under-valued and under-recognised, and almost 
viewed as hindrance. The widespread notion of the ‘teaching load’ 
is a good example of this. And all of this makes the work done 
in the framework of the International Conferences on University 
Teaching and Innovation (CIDUI) all the more admirable.

We are currently part of a society that is undergoing radical 
transformation. On the one hand, technological and scientific 
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revolutions, profound changes to social and economic structures, 
and increasing globalization, together with a dizzying dynamic 
of change and complexity. On the other, the realisation that a 
new knowledge-intensive society and economy lies ahead of us. A 
knowledge society where talent, human capital and lifelong learn-
ing will be key factors for progress and well-being.

Universities, with their multiple impacts, have become essential 
factors for the advancement of society. Teaching and education are 
again right at the heart of the priorities of the institutions respon-
sible for university policy and universities themselves. Teaching in-
novations, new formulas for the comprehensive training of people 
and professionals, new methodologies and academic programmes 
adapted to different groups, needs, rates and focuses are needed 
more than ever. That is the present-day context, and the CIDUI’s 
twenty years of history have left an invaluable legacy of reflection, 
analysis and method for the university system and for the country’s 
academic community as a whole.

A key element of these years has been the strength of working 
together. Initially, three universities led the way (UB, UAB and 
UPC), but soon all Catalan public universities were in the same 
boat, working to promote university teaching and innovation. 
This is an exemplary achievement that showcases the strength of a 
university system that, beyond healthy competition, has managed 
to foster inter-university cooperation intelligently and efficiently. 
Undoubtedly, today we can view the Catalan university system 
as one of the most compact and collaborative in all Europe, and 
one which strikes the right balance in the ever-awkward tension 
between competition and cooperation.

When, almost four years ago, we decided to include the CIDUI 
in the Catalan Association of Public Universities’ portfolio of activ-
ities and projects, while maintaining all of its idiosyncrasy, it was a 
smooth and almost natural landing. This was assisted by the firm 
commitment of the ACUP and its member universities to univer-
sity education, as exemplified, among other factors, by the reports 
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on education and teaching indicators, the list and website of good 
teaching innovation practices, the promotion of education for de-
velopment and the sustainable development goals, the generation 
of materials for teaching responsible research and the fostering of 
dual university education.

Another key aspect, as this book explains so well, has been the 
dynamic response to the CIDUI’s activities. As commented earli-
er, these have been interuniversity, but also intergenerational and 
interdisciplinary. And they have also fostered institutional commit-
ment from a strategic perspective (governing councils and bodies) 
with the generation of ideas and classroom work by academics and 
faculty themselves (departments, institutes of education sciences, 
innovation centres and others). Ahead of us lies the challenge of 
generating even greater quality, more international openness in 
order to join forces with practitioners and institutions in other 
countries and to keep on seeking social and academic relevance in 
times of constant change and complexity, always putting students 
and their learning process at the centre and with a clear humanistic 
and social outlook.

All that remains for me to do is to sincerely thank everyone who 
has driven the CIDIU forward with such tenacity and profession-
alism over the years: the earliest visionaries and promoters, univer-
sities and their staff, teaching innovation institutes and centres, the 
different committees that have become the true protagonists, and 
the participants that, from conference to conference and from sym-
posium to symposium, have confirmed that university education 
is such a powerful instrument for building a society of progress.

Josep M. Vilalta 
Catalan Association of Public Universities
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1. INTRODUCTION: SOME LESSONS LEARNED 
FROM CIDUI

— Salvador Carrasco Calvo
University of Barcelona

— Ignacio del Corral
Polytechnic University of Catalonia

— Josep M. Tatjer
Universitat Autònoma de Barcelona

The CIDUI experience has been an unforgettable learning process 
for us all. At the time of writing these introductory pages, we had 
doubts about the topics that should be included. Maybe the ideas and 
great debates about the university question and the challenges of the 
future, or the contributions made by its conferences to knowledge 
for improving teaching and innovation in our lecture halls. Maybe 
the complicity with our respective and successive rectorships, or the 
proximity and trust of faculty, which have lent full meaning to the 
institutional efforts made and have always filled us organisers with 
pride. Or perhaps the exemplary cooperation between the members 
of the human team that has made it possible to hold ten conferences 
that have been both interuniversity and intergenerational, and have 
featured such diverse professional profiles, or the confidence put in us 
by our respective universities. After analysing what has happened over 
these years, we believe that the seven issues that are discussed below 
are the ones that most deserve to be highlighted.

1. Processes for improvement and innovation in Higher 
Education in Catalonia (2000-2018)

Since its inception, the CIDUI has been highly attentive to the 
rapid social changes that have compelled us to focus more on the 
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constant variability of things than on their stability and continuity, 
which are always (and paradoxically) present in the university as an 
institution as a guarantee and promise for the future.

The new scenario called on new professionals with the capacity 
for self-learning, in order to tackle new situations and coordinate 
teams. Within a university framework that was taking in more 
students, and who were increasingly more heterogeneous, quali-
tative changes need to be made to our student’s learning methods 
and to the use of information and communication technologies in 
teaching.

The idea gradually developed that the CIDUI had to foster 
exchange of the experiences of teaching improvement groups, with 
the strong urge to promote cooperation between universities on 
matters of teaching quality, while always striving to adapt to the 
new circumstances and being open to the exploration of new op-
portunities.

Chapter six of this book shows how, over the course of these 
eighteen years, interest in teaching innovation and the assessment 
of its impact has gradually grown. The databases from the last 
three CIDUI not only contain the submitted works (titles, au-
thors, affiliation), but also the fields in which they were presented 
and the keywords. We can conclude with certain pride that the 
CIDIU have been an excellent catalyst for the innovative efforts 
of university faculty and their impact on teaching and student 
learning.

2. Unbalanced attention to teaching and research

The University Reform Act and the subsequent Promotion and 
General Coordination of Scientific and Technical Research Act of 
1986 laid the foundations for what would be an astonishing boom 
in university research over the following decades, in association 
with the National Agency for Assessment and Perspective (ANEP). 
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The assessment of teaching would at first, and much to our disap-
pointment, be the responsibility of universities.

Soon after, some universities started taking the first strides in the 
right direction (for example, with the creation at the UB in 1990 
of the University Evaluation and Innovation Council - GAIU). The 
time then came for the creation of new agencies that would assume 
responsibility for the assessment of teaching. And things started to 
change.

Throughout the first decade of the 21st century, teacher train-
ing and the promotion of innovation in university education have 
been developed on a broad, albeit unbalanced, scale at Catalan 
universities.

The CIDUI has been a good example of the progress made. 
However, to date there has been a huge difference between the 
evaluation of research and that of teaching when it comes to aca-
demic merits for the purposes of recruitment and public selection 
procedures for teaching positions, which are increasingly scarcer 
despite the rising number of faculty being hired.

In this regard, the organizers of CIDUI have frequently reaf-
firmed that in September 1988, the Magna Charta Universitatum 
Europaeum stated that the “recruitment of teachers, and regulation 
of their status, must obey the principle that research is inseparable 
from teaching.” The situations that we have just described question 
whether this principle has been upheld.

What’s more, with regard to new future perspectives in this 
field, in the new and very welcome programmes for Improvement 
and Innovation in Teaching, we do not observe any major develop-
ments that suggest real progress towards new goals, with new and 
better financial resources, other than those which continue along 
the same lines as previous decades. As long as institutional pro-
grammes lack funding, qualified staff and the appropriate struc-
tures to drive them forward, and universities lack decision-making 
capacity in the field of teaching policy, then progress will not be as 
rapid as required. We view this as a major challenge of our time.
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Ultimately, even today, we sense a certain stagnation of the sys-
tem, an endemic deficiency in the recognition of teaching, training 
and educational innovation. One of the essential goals of univer-
sities as an institution, i.e. education, is to continue calling for 
greater political and budgetary attention. Universities cannot be 
expected, or told, no matter how much they defend their autono-
my, to face such a challenge alone.

3. University, an institution for society

The CIDUI is not the only interuniversity network in the Catalan 
university system. The list of others includes the emblematic cre-
ation of the Catalan Association of Public Universities (ACUP), 
the Lluís Vives Network, the Network of University Libraries, the 
University Learning and Service Network (APSU), the Teaching 
Quality Improvement Programme (MQD) and, since 2014, the 
Programme of Improvement and Innovation in Teacher Training 
(MIF) and the Personal Aptitude Test (PAP) for entrance to de-
grees in Education, which this year has been turned into a separate 
university entrance examination (PAU).

All these programmes are part of a scenario that is all about 
quality, and one that is being developed slowly and patiently 
in interuniversity networks; part of the ‘University of Catalo-
nia’: an open university system that is the legacy of the Cata-
lan university conferences of the 20th century and that, at the 
same time, fit into European universities as a whole, having been 
fully immersed for many years now in European programmes 
(beginning with Erasmus) and in the process of creating and 
generalising the European Higher Education Area (EHEA). In 
this context, concerns for the promotion of multilingualism; 
the gradual introduction of English as the lingua franca of the 
CIDUI; and the concern for the internationalisation of the con-
ferences (in terms the number of speakers, attendees and mem-
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bers of the Scientific Committee) have been constant factors 
throughout these years.

The CIDUI has always been run with this European and also 
Ibero-American framework in mind, as evidenced by this book, 
and constitutes one of many university networks that are working 
to improve education and advance research and teaching innova-
tion. As commented in the first chapter, we have sought a kind 
of university that is more concerned about the why than the how; 
more interested in knowledge and know-how than in the demiur-
gic capacity to produce artefacts; with a clearly scientific, human-
istic and social orientation, and not exclusively market-focused; not 
obsessed with ‘generalised ceremonial’ systems (standardisation, 
rankings, etc.) but a guarantor of learning quality that is capable 
of balancing two areas that are so difficult to merge, namely the 
world of production and labour and that of scientific knowledge 
and know-how; the training of professionals and the cultural pur-
poses of the institution. We have always supported the principle 
that a university should “produce and transmit culture, in a critical 
manner, through research and education.”

The seventh chapter examines the perspective from which, in 
the different areas of the CIDUI, we have considered the role of 
universities as an essential factor in the development of societies, 
in this age of knowledge and globalisation, within the framework 
of the intergovernmental Bologna process and the EU’s Lisbon 
Strategy. One of the aims of universities as an institution in the 
last decade has been to define their relationship with society and 
its implications. At CIDUI conferences, we have looked in great 
depth at these issues and have made a special contribution that the 
authors carefully analyse.
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4. Beyond the EHEA

From the outset, we viewed the Bologna process as an opportunity 
for more than just the changes to the structure of degrees and the 
goals proposed for the implementation of the EHEA.

Therefore, at our conferences, we have promoted and prioritised 
the presentation of reports on students’ learning experiences and 
the design of university degrees, based on the debates of basic is-
sues, such as the distinction and relationship between competition 
and comprehension; the contextualisation of competences in differ-
ent academic and disciplinary contexts; and the debate regarding 
competences in the light of ideas about the purpose of universities. 
We were inclined towards taking realistic and pragmatic approach-
es; taking what is always the slow path of persuading and convinc-
ing teaching staff; in awareness of the available resources; without 
wandering too far adrift from the reality in classrooms and, at 
the same time, advancing towards discreetly ambitious goals; but 
without imprudently overburdening ourselves, and trying not to 
wane in our efforts to introduce the specific improvements and 
innovations produced by our teachers and innovation groups. The 
University Report 2000 does a good job of describing the university 
environment as well as the situation in which we have been oper-
ating for almost two decades.

The second chapter of this book reminds us how universities 
embarked upon “a redefinition of their teaching model, taking into 
account the characteristics of the students, what degrees needed 
to offer and society’s needs.” This text presents an overview of the 
experiences presented at the CIDUI in relation to teaching meth-
odologies for use in the classroom with large or small groups, pro-
fessional practices and on-site and semi on-site teaching. These ex-
periences speak for themselves of the commitment of the different, 
and often anonymous, stakeholders to quality higher education. As 
also mentioned in the third chapter, it was clear that from the very 
first CIDUI that the response to the changes should foster new 
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ways of teaching and also encourage universities to “adopt a new 
university culture in which the keystone is necessarily the training 
of university faculty.” 

For their part, the authors of chapter four address the need to seek 
out flexible models for organising education, to analyse emerging ed-
ucation programmes, such as dual systems and service learning, and 
to foster the participation and contribution of students to learning 
processes and university life.

5. Interuniversity competition and collaboration

The CIDUI has always followed a dual rationale:

1. the corporate activism and institutional initiative of the In-
stitutes of Education Sciences (ICE) and their organisational 
units, with the explicit support of the respective universities 
(especially through policies for teaching improvement and in-
novation promoted by the vice-rectorships);

2. the capacity for collaborative innovation of the conference’s 
teams and committees and, fundamentally, of university teach-
ers (the day-to-day efforts of innovation groups against the re-
sistance to change and the necessary disruptive innovations 
with respect to established routines).

The key factor behind the continuation of the conferences has 
been interuniversity cooperation and the coincidence in time of a 
desire for real change to the institution combined with the drive 
from below of teaching professionals. Attention must be paid to 
striking the right balance with this dual rationale (Gros, 2010) of 
top-down institutional reform and bottom-up innovation: the joint 
and complementary efforts of universities as an institution and of 
its teaching staff on the ground. The CIDIU’s activity has been 
conducted at the crossroads between these two rationales.
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6. Concern for quality and assessment

At the CIDUI, concern for quality has been manifested in terms 
of guaranteeing rigorous internal procedures for the evaluation of 
conference reports, lectures and debates.

As shown in the first chapter, the Scientific Committee has been 
an independent body in charge of setting criteria and foreseeing the 
system and mechanisms for assessing reports (double, blind and 
scholarly peer review in the different thematic areas of each con-
ference). Also, before each conference, the permanent members of 
that committee propose the general content of the conference and 
determine the thematic areas that will be considered preferential 
when assessing reports.

At the due time, we the organizers of the CIDUI carefully 
considered with much interest the ACUP’s guidelines on the goal 
of “quality student-focused education” that needed to take into 
account the changes happening to labour in the new knowledge 
society. The White Paper on the University of Catalonia (2008) set 
a clear goal in this regard: university education had to focus, in 
the coming years, on offering flexible and high quality training, 
fostering a system of assessment and accreditation based on uni-
versity autonomy, and which encourages university research and 
innovation (Strategies 13-21).

Meanwhile, the issues of the assessment and accreditation of de-
grees and student learning, as already present at the conferences, took 
on new urgency and topicality. Likewise, interest in the continuous 
assessment of education processes, beyond accreditation, gained new 
impetus thanks to the innovation groups and faculty that were en-
gaged in a number of significant experiences at Catalan universities, 
and which were the subjects of analysis and discussion within the 
framework of CIDUI programmes.

The fifth chapter presents a careful analysis of the reports pre-
sented on the subject of assessment, which, as its author states, 
has roused considerable interest at CIDUI conferences. Numerous 
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reports were presented in the different formats by lecturers from a 
wide variety of different universities and degrees. The author wish-
es to emphasise that the assessment of transversal competences and 
continuous assessment were the most common subjects.

7. The University of the future

Thoughts about the university of the future are also among the 
concerns of the CIDUI organisers, like a Trojan horse on the verge 
of taking over. Across the years, we have found ourselves enter-
ing a minefield, where it has not been easy to advance research 
or create stronger and more vibrant academic spaces. In times of 
difficulties and cuts, sunk in an economic crisis, we could see that 
things were getting worse and that, according to the most pessi-
mistic among us, our efforts were starting to lose meaning and 
social value. But we quickly convinced ourselves that it was not a 
matter of changing ships, but of changing course, and a time for 
internal reflection of an epistemological nature. It was not a case 
of waiting for the promises of a better future, but of working hard 
to improve quality within the framework of an institution that, at 
the same time, was linked to a long and threatened tradition and 
was up against forces and challenges of a global nature. We did 
not know what the future held, but we were attentive to the new 
international trends, the emerging issues in our European setting 
and the alternatives in other parts of the world, as evidenced in 
the fifth chapter.

Among many other issues, we see how precarious the working 
conditions of a large number of teaching staff became, as new 
figures and new scenarios emerged from the developments in ICT. 
Among the CIDUI executive, we shared sensations and questions 
that were difficult to answer: were we headed towards what John 
Hickman, in The Australian, had described as Gypsy Faculty? What 
was the human face of 21st century faculty: that of ‘intermediaries’ 
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(who live and prosper in cyberspace), that of ‘mentors’ (performing 
‘the last dance of the sage’) or that of ‘meaning makers’ (trans-dis-
ciplinary elders who operate in networks)? Our universities were 
undergoing major transformation around the world (S. Inayatulla 
& Jennifer Gidley, 2003). We also read that, from the epistemological 
point of view, the institution was in danger of collapse (Michael Fre-
itag, 2004). But without falling into the trap of sensationalist head-
lines and the bigger questions being asked by experts, the reports 
at conferences gradually started tackling and formulating, in very 
realistic terms and on the basis of experience, these and many other 
‘new challenges’ and ‘future lines’, as described in the eighth chapter 
of this book.

Chapter eight, with which this work ends, states that “the digital 
society has not ceased to evolve at a lightning pace” and identifies 
as many as five “factors of change that could cause tension for the 
current educational ecosystem in the coming decades, especially 
Higher Education, by shaking some of its fundamental elements, 
including the role of teachers, methodologies and modes of learn-
ing, programme content, assessment and accreditation, and even 
the role of institutions in society as a whole.” With an eye on the 
horizons of the coming decades, the authors analyse the challenges 
for university today (for example, preparing for professions that 
don’t even exist yet, training for what cannot be seen) and end by 
focusing on issues like the ones we have just discussed in this very 
section, but in practical terms and in keeping with the experience 
and awareness of the challenges that we have seen at the CIDUI: 
“Perhaps the key to all this is to work out what needs to be dis-
carded, what should be kept and what should be reincorporated.” 
The authors wonder whether the real threat to our universities is 
actually “its own immobility.” And they are quite right: “The uni-
versity world has work to do. Lots of work.”
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2. THE CIDUI CONGRESSES

— Salvador Carrasco Calvo
Universitat de Barcelona

1. Brief historical overview

1.1 Purposes and institutional relations

In July 2000, the Instituts de Ciències de l’Educació (ICE - Edu-
cation Science Institutes) of the Universitat de Barcelona, the Uni-
versitat Autònoma de Barcelona and the Universitat Politècnica de 
Catalunya organised the first Congrés Internacional de Docència 
Universitària i Innovació (CIDUI – International Congress on 
University Teaching and Innovation).

The organisers were aware that extremely fast changes were un-
der way that required them to deal with things being constantly 
variable, rather than stable and continuous. The new realities de-
manded new professionals with the capacity to teach themselves to 
tackle new situations and coordinate and lead teams. They had no 
doubt that they were facing new and demanding challenges. It was 
necessary to cater for greater heterogeneity among the students, 
within the framework of a university system that was admitting an 
increasing number of students. This resulted in the need for quali-
tative changes in the student learning models and in the use of in-
formation and communication technologies in teaching practices.

Gradually, there was a growing conviction of the need to promote 
the exchange between professionals of their experiences of teaching 
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improvement, from within the classroom and with the clear aim 
of fostering cooperation between universities on matters relating 
to teaching quality. The cooperation between the three Education 
Science Institutes enhanced our effectiveness and our impact on 
the real life of our universities. This was expressed graphically as 
“CIDUI-ICE 3” which, in 2001, was used to announce the first 
international symposium intended to reflect on the initial training 
models of university teachers in Europe, with the participation of 
European experts and the Academic Directors of our universities. 
The formula that gradually took shape was a congress organised 
every two years with a symposium being held between congresses.

A few years later, as the CIDUI was successively held at the var-
ious universities, the rest of the public Catalan universities began 
taking part in the Congress. In fact, the Organising Committee of 
the CIDUI eventually included representatives from all the public 
Catalan universities, through the institutions (Institutes, Centres 
and Organisational Units) that, in each were responsible for teach-
er training, teaching innovation, guidance or the professional de-
velopment of university teachers in general. We soon learned to re-
spect the differences between  us and capitalise on the rich variety 
of our approaches. The CIDUI was underpinned by a cooperative 
learning process; we gradually got to know each other well, with a 
remarkable level of trust and loyalty growing between us. We used 
to say that, through the CIDUIs, our universities were as good at 
collaborating closely in teaching and pedagogical innovation as 
they were at competing in research and attracting the brightest 
and best-prepared students. The congress has gone on to become 
a unique and meaningful reality as a platform for inter-university 
collaboration for the universities of Catalonia, open to other uni-
versities in Spain and around the world, and organised by all the 
public Catalan universities. We have always shared the view that 
the process applied in our approach has been exemplary, starting 
from a baseline of respect for the free will of the universities and 
faithful and generous cooperation between us all.
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The platform we have created enables the participating teachers 
to rethink teaching, share their experiences of the teaching inno-
vations they are implementing in the classroom, put forward and 
discuss new and creative ideas, and present educational practices 
that enable us to take advantage of the academic opportunities 
that the new university context offers. The organisers were keenly 
aware that the protagonists of the CIDUI were the teachers who 
participated consistently and made the congress into an institu-
tion respected by the university community and legitimised by its 
thorough approach to evaluating the papers and selecting presenta-
tions, symposiums and conferences of considerable academic value.

As the years went by, the objectives of the CIDUI were honed 
to become the following:

• Promoting the interchange of experiences of pedagogical im-
provement;

• Boosting research and innovation;
• Advocating greater scientific rigour in the field of teaching;
• Enhancing cooperation between the universities on matters of 

teaching quality;
• Discussing the universities’ reality and challenges within an ac-

ademic framework;
• Promoting the internationalisation of public Catalan univer-

sities.

The tables in the following sections show the key figures in 
relation to the congresses and symposiums held to date.

1.2 Institutional relations

Throughout our activities, we have never lost sight of the fact that 
the university issue presupposes a concept of the institution’s re-
lations to knowledge, the current reality and the tradition from 
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which we come. Therefore, for instance, at the 2011 International 
Symposium co-organised with the CESE (Comparative Education 
Society in Europe), we presented a discussion on the issues of uni-
versity governance whose pronounced sociological, plural and criti-
cal focus could help us steer clear of both antiquated methodologies 
and the bandwagon of new-fangled trends . Instead, we emphasised 
that things are complex: teaching improvement and innovation are 
processes involving social agents and institutions that are free and 
independent, but affected by certain social and economic environ-
mental factors and situations that may obstruct or counteract any 
effort or initiative. Our years of experience with the CIDUIs have 
contained many lessons for anybody who was willing to learn and, 
on the one hand, all the contributions and experiences presented 
at the congresses demonstrate that we have cause to look to the fu-
ture with a certain degree of confidence in terms of the innovative 
potential of teachers and the university. On the other hand, how-
ever, we have also been left with a bittersweet taste in our mouths 
because of the severe difficulties and limitations that we are forced 
to work with nowadays: shortcomings in the governance of the 
university institution, funding, the internationalisation of activ-
ities and society’s support and confidence, among other factors. 
University teaching innovation is a process and practice directly 
related to its commitment to and support from the surrounding 
environment. Our universities do not always have the option of 
looking in this direction, nor do they have enough funding or the 
chance to develop any type of faculty strategies. The challenge is 
significant and it compromises the future of public universities, as 
the rector of the Universitat de Barcelona recently stated.

1.3 The institutionalisation of the CIDUI

The accumulated experience gained from the CIDUI and the pos-
itive evaluation given by all the institutions involved, which form 
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part of the Associació Catalana d’Universitats Públiques (ACUP 
– Catalan Association of Public Universities), suggest that we have 
embarked on a new stage in the institutionalisation of the CIDUI, 
within a new framework of the universities of Catalonia. Through-
out the years, the organisers of the CIDUI have always identified 
ourselves as part of a university network of what we hoped in the 
not too distant future would become identifiable as the “Univer-
sitat de  Catalunya”, rather than just a brand representing Cata-
lonia’s universities. As far as we are concerned, the protection and 
recognition of the ACUP represented a step forward along the 
path we had forged, as well as a necessary response to the dynamic 
imposed by the circumstances and the need to clarify definitively 
the institutional framework within which we operated.

We would like a “Universitat de Catalunya” along the lines of 
the concept defined in the Catalan university congresses of the 
twentieth century: more concerned about asking what than how; 
more interested in knowledge and wisdom than in the demiurgic 
capacity to produce artefacts; more clearly guided by humanist 
and social approach that is not exclusively market-oriented; less 
obsessed by “generalised ceremonial” systems (standardisation, 
rankings), and more intent upon assuring the quality of learning 
and developing the capacity to harmonise two logics as hard to 
combine as the world of production and work, which is increas-
ingly debased, and the world of wisdom and scientific knowledge. 
Our starting point has been a set of inter-university initiatives 
between Catalan universities that clearly map out the direction we 
need to take in the future. In this respect, the CIDUI has made 
a very significant contribution, demonstrating that we are able to 
cooperate and make progress together, while also embracing the 
healthy and legitimate competition that drives us all to improve 
and excel.
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2. CIDUI activities

At the CIDUI, many of the teaching improvement initiatives 
which are presented anticipate the future and the changes that are 
expected at universities in the field of teaching over the coming 
years. Looking closely at the development of the CIDUI over the 
nine congresses organised to date, we can see that the foundations 
are being laid for a new situation at our universities. Moreover, it 
should be highlighted that the quality of the experiences present-
ed at the congresses is improving steadily and that quiet, discreet 
advances are being made in university teaching.

Table 1. CIDUI, topics and venues

Congress Topic Venue

1st CIDUI 
(2000)

University teaching and innovation Universitat Autònoma de Barcelona, 
Hospital Sant Pau

2nd CIDUI 
(2002)

University teaching and innovation Universitat Rovira i Virgili, Faculty of 
Education and Psychology 

3rd CIDUI 
(2004)

University teaching and innovation Universitat de Girona, Campus Barri Vell

4th CIDUI 
(2006)

Pedagogical competence Universitat de Barcelona, Faculty of 
Economics 

5th CIDUI 
(2008)

The change in the culture of university 
teaching

Universitat de Lleida, Campus de 
Cappont

6th CIDUI 
(2010)

New quality spaces in higher education Universitat Politècnica de Catalunya, 
Campus Nord

7th CIDUI 
(2012)

University: an institution of society Universitat Pompeu Fabra, Campus 
Ciutadella

8th CIDUI 
(2014)

Flexible tuition models: a response to 
today’s needs

Universitat Rovira i Virgili, Tarragona 
Trade Fair and Congress Centre

9th CIDUI 
(2016)

Impact of innovation on teaching and 
learning

Universitat Autònoma de Barcelona Hotel 
Campus (Bellaterra)



312. the cidui congresses  ❚

2.1 The CIDUI international symposiums

Between congresses, the CIDUI holds an international symposium 
focusing on relevant issues in training university teachers and inno-
vation in higher education. This event brings together experts and 
academic directors from the universities that organise the congress-
es and is designed to provide a service to the organising universities 
and contribute towards inter-university interchange with respect to 
the reality of higher education in Europe and the rest of the world. 
Table 2 shows the relative importance of the topics covered and the 
objective interest in the debate shared by international experts and 
university academic directors on what are indisputably hot topics 
in the academic world.

Table 2. CIDUI Symposiums

Year Topic Venue

2001 Initial training of university teachers and 
its evaluation

IDES Universitat Autònoma de Barcelona

2003 The teaching portfolio ICE Universitat Politècnica de Catalunya

2005 The world of work and university Universitat Autònoma de Barcelona-CIC

2007 The design of competency-based learning ICE Universitat Politècnica de Catalunya

2009 Teaching, research and learning ICE Universitat de Barcelona

2011 Towards creative governance in higher 
education

eLearn Universitat Oberta de Catalunya

2013 Today’s students and graduates: The 
response of universities

IDES Universitat Autònoma de Barcelona

2015 Evaluation and institutional changes: 
where are we heading?

ICE Universitat Politècnica de Catalunya

2017 Professional teaching development: key 
factors and challenges

ICE Universitat de Barcelona

The CIDUIs have been acutely aware of the widespread con-
cern for teaching improvement and innovation, taken to mean an 
institutional process and an integral part of professional teaching 
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development, with a broad perspective not focused solely on the 
classroom. As such, many of the initiatives and activities at the 
congresses have taken their inspiration from topics such as the in-
ternationalisation of academic activities, institutional quality and 
cooperation in and for knowledge.

Since the beginning, the CIDUIs have embraced the challenge 
of offering society “new and revitalised forms of teaching to cater 
effectively for new students, new ways of organising learning and 
new professional opportunities”, as the University Report 2000 
stated at the time. Our approach was based on the idea that new 
problems require new solutions.

In November 1997, the European Community set a new ob-
jective:

Developing employability through the competencies required to pro-
mote lifelong creativity, flexibility, adaptability and learning-to-learn 
and problem-solving skills.

The organisers of the CIDUI saw this new objective as adding 
yet further complexity to the situation: we had to take action with-
out resorting to the typical reductionist tendencies that often lost 
sight of the essential debate on a university’s functions, purpose and 
objectives, beyond simply economic demands. This issue would be 
the topic of many internal discussions of the different committees 
and at several general congress sessions. Our view of the renewal 
needed in the teaching culture placed equal emphasis on social co-
hesion and equity and on the students’ competency and preparation 
for setting out in the professional world. In other words, we were 
equally concerned about preserving the university’s educational and 
humanist (cultural) function and making sure the institution was 
being adapted to meet the new demands of training professionals 
for an open society oriented towards serving the citizens.

Based on these reflections, it would not be long before we would 
have to embrace the new approaches that were being increasing-
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ly informed by the Bologna Process. There has been a great deal 
of discussion at the congresses about the tuition system used at 
our universities, within the framework of the European Higher 
Education Area (EHEA), from the formal initiatives presented at 
executive and faculty levels right through to the individual and 
group initiatives and teaching teams; from teaching improvements 
rooted in the classroom and qualifications at the faculty’s initia-
tive, to innovations introduced in response to new curriculums 
for the tuition programmes of new degrees, within the context of 
the EHEA. It is not our intention here to analyse the results of the 
numerous initiatives undertaken along these lines at our congress-
es. However, it should be said that we tried to make the CIDUIs 
a faithful reflection of the teaching improvement and innovation 
processes implemented within the framework of the EHEA, in all 
their varying degrees of success and limitations, over the course 
of a decade. Accounts of all these aspects have been given in the 
discussion sessions at the presentations and the general sessions 
(symposiums, seminars, workshops, debates and conferences) at 
the congresses and international symposiums. The CIDUI records 
and materials are a gold mine of information that enables us to 
evaluate the efforts and contributions of the Catalan university 
system between the 1999-2000 and 2017-2018 academic years.

2.2 Future challenges

It is no exaggeration to say that, at the CIDUI, we took great care 
to keep looking forward, aware of the challenges that could not be 
pushed to one side. Many of the following challenges, for instance, 
were specified in the Executive Board Meeting held on 10 April 
2012 at the Universitat Rovira i Virgili. They were later discussed at 
the Seventh Congress held the same year at the Universitat Pompeu 
Fabra, and at the symposium held in 2013:
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• Improving university governance, without reducing its com-
plexity to partial aspects inherent therein, however important 
they may be;

• Gaining society’s confidence in the university, based on our 
students’ improved learning results and an efficient and reliable 
system of accrediting qualifications;

• Achieving the collaboration and support of social agents in the 
teaching improvement and innovation processes at our univer-
sities;

• Publicising the progress made in quality in higher education 
and highlighting the difficulties and obstacles that prevent or 
hinder innovations, putting forward solutions and implement-
ing potential improvements;

• Closely monitoring our students’ employability and improving 
our careers orientation and guidance services;

• Developing the proper relationship between research and teach-
ing, promoting enquiry as a teaching methodology.

This list could be extended but, turning the focus back on to 
the CIDUI itself, the organisers believed that new, more ambitious 
objectives had to be proposed for the congress, such as:

• Increasing its international projection;
• Expanding its scope to embrace new strategic objectives;
• Promoting a greater degree of institutionalisation of inter-uni-

versity partnerships and collaborations between the higher edu-
cation teaching networks that had originated from the CIDUIs;

• Improving the internal processes and functioning of our con-
gresses;

• Keeping informed of the evolution of the current “big issues” in 
higher education and of research carried out at an international 
level in the field of higher education, in order to make contact 
and begin a dialogue with the key figures and most important 
centres in the field.
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While we may not make a habit of dreaming big, the circum-
stances led us to push beyond the status quo; we had active pro-
jects, institutional support and a body of teachers that brought 
the CIDUIs to life in an important way, year after year. We never 
strove to achieve the impossible, nor did we lose our nerve or simply 
despair when faced with the difficulties that arose with the reces-
sion: the austerity measures and the worsening work conditions of 
university teachers. And this was particularly serious in the case of 
our younger colleagues, who faced diminishing opportunities and 
limited professional progress, all for the sake of supposed academic 
excellence and a position in rankings imposed by international 
agencies—agencies that had, quite shamelessly, it might be said, 
achieved their objective of controlling the “academic university 
market”, the “knowledge market” and other suspect concepts that 
some people were attempting to tease out of the ideal of wisdom. 

At the closing of the symposium on university governance 
(KhemKehm, B., 2011), the writer of this article stated the follow-
ing on behalf of the Executive Board:

After journeying for many years, we had reached the shores we had 
been longing for but could not recognise, in their sands, the fertile 
soil we had hoped for in our hearts and minds. When the EHEA 
became fully established, we realised that our odyssey would have to 
be continued in unexpected ways, with more limitations and hard-
ships than ever before. It was the most classical lesson of our story! 
Unfortunately, there was no Athena waiting for us to disperse the 
mist obscuring the homeland of our desires and adventures in that 
inhospitable terrain.

That was the least we could say! As far as I am aware, the most 
representative studies on these topics were carried out by the 
GRET Research Group (at the Universitat Autònoma de Barce-
lona) on university policies (undergraduate profile, dropping out 
of university studies and the effect of rising fees and the recession 
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on the university population, conducted between 2008 and 2012) 
and the impact on in-depth student learning of the methodolog-
ical changes stipulated as a result of the implementation of the 
European Higher Education Area (Daza, L. and Elias, M., 2015). 
All things considered, a comprehensive, critical, systematic and 
rigorous assessment is pending of what this all meant and how 
we responded to the opportunity offered by the creation of the 
European Higher Education Area. Perhaps, in the near future, we 
could consider reviewing the advances that have been made and 
the price that had to be paid over the course of the first two decades 
of the twenty-first century with respect to teaching and pedagog-
ical innovation. And although we will return to this topic before 
the end of the paper, I would argue that the period of underval-
uing teaching has not yet finished. An observer graced with both 
proximity to the situation as its stands—someone with their finger 
on the pulse of university life—and with the distance that a few 
years’ retirement might offer them could say that the concerns and 
deep-rooted intentions from which the CIDUI originated seem to 
be emerging once again, like a never-ending river.

3. Organisers and committees

The operational structure of the CIDUI is designed to meet the 
criterion of equally representing all the universities that convene 
and organise it. As a rule, at all the congresses, the CIDUI has 
two committees: the Organising Board and the Scientific Com-
mittee.  Working in coordination, the two committees interact at 
key stages: designing and discussing the preferred topics, contents 
and general approach of each edition; planning the general activ-
ities (symposiums, conferences, workshops, inter-university net-
work meetings within the framework of the congress); and drafting 
guidelines for the strategic lines to be prioritised throughout the 
evaluation process for the papers, which are published with the 
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announcement of the congress. The Scientific Committee is fully 
independent in terms of its evaluation role for the papers submitted 
and the activities proposed by the congress participants. It sets its 
own action criteria and makes its decisions autonomously.

4. Infrastructures and financing

From the beginning of the CIDUI, each congress has been held 
at one of the organising universities. The public inauguration and 
closing events are chaired by the corresponding rector, who is usu-
ally the highest academic authority, to whom the Executive Board 
reports on the preparations for the congress, the planned institu-
tional acts, the topical content and the general conferences. Right 
from the start, all the universities have provided the CIDUI, free 
of charge, with the venues required to present the papers and the 
rooms for the plenary sessions, symposiums, workshops, univer-
sity network interchange meetings and the rest of the congress 
activities.

Moreover, by mutual agreement, the organising bodies of the 
congresses take on a range of specific tasks that are essential for the 
smooth running of the CIDUI:

• Establishing a CIDUI Secretariat, which oversees contact with 
the attendees and ensures that information about the congress 
is communicated effectively. During the event, the Secretariat 
is in charge of looking after attendees and issuing the relevant 
certifications;

• Setting up a financial unit to oversee financial matters such as 
managing registration fee payments and payment orders, draft-
ing budgets, finalising balance sheets, and managing registra-
tions of faculty members awarded grants by the congress (note 
that the economic and financial management of the CIDUI 
has been overseen by the financial sections of the Training and 
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Teaching Innovation Units of the Education Science Institutes 
and others that organise the congresses and symposiums);

• Providing areas for general coordination and preparing venues 
for the ordinary meetings of the various committees;

• Setting up a work team located at the congress venue to prepare 
the infrastructures, particularly in terms of technology and IT, 
and take charge of the tasks inherent to running the congress, 
both before and during the CIDUI;

• Appointing a team responsible for the congress publications and 
proceedings.

These tasks are the responsibility of the Executive Board, who 
because of the size of the congress (which generally has between 
500 and 700 attendees) also shares the following tasks during the 
event: monitoring the smooth running of the rooms in which the 
papers are presented (microphones, IT, etc.); preparing the con-
gress material and dealing with attendees and conference speakers 
taking part in the congress; maintaining institutional relations and 
dealing with the academic authorities that attend the congress; 
managing the team of volunteers who provide support to the Sec-
retariat; and resolving any incidents and unforeseen circumstances 
that may arise.

Throughout its history, the CIDUI has been financially inde-
pendent from the government. Its financial resources primarily 
come from the fees paid by the congress attendees. Some of the 
organising universities have grant programmes for teaching inno-
vation and research groups, which are awarded to some of the 
members to cover their registration fees for the congress.

As mentioned above, when acting as the headquarters of the CI-
DUI, the universities that organise the congress provide the venues 
for the congress activities free of charge. In fact, all the Catalan 
universities involved have hosted at least one edition of the CIDUIs 
or one of the international symposiums that have been held. 
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5. Internal Quality Assurance Mechanisms

In line with the current approach to quality control applied by 
quality agencies1, the CIDUI has gradually honed the standards 
that stipulate the processes for receiving, evaluating, accepting, 
presenting and publishing the proposals and final papers presented 
by the congress participants.

The organisers set  12 standards to guarantee and improve the 
quality of the papers presented and the objectivity of its own inter-
nal bodies. In the interest of conciseness, the following list contains 
the seven standards and indicators that we consider most signifi-
cant, as taken from the CIDUI General Reports, along with a few 
tables of the available data.

Standard 1: Drafting and disseminating general regulations for submitting 
paper proposals
The Technical Secretariat and Executive Board, the bodies respon-
sible for supervising the submission process for papers, follow a 
very clear set of directives. The aim of this procedural rigour is to 
ensure greater quality by achieving the maximum level of objectivi-
ty throughout the process. The criteria for Standard 1 are as follow:

• Complete the registration on the congress’s electronic appli-
cation, indicating the personal details of at least the leading 
author, and upload the paper proposal before the established 
deadline;

• Use the template approved by the Scientific Committee, which 
includes the following sections: title, subtitle, summary and 

1. European Association for Quality Assurance in Higher Education (2009). Standards 
and Guidelines for Quality Assurance in the European Higher Education Area. Helsinki: ENQA

Agència per a la Qualitat del Sistema Universitari de Catalunya (2012). Informe d’Autoavalu-
ació 2012. Barcelona: AQU

Agencia Nacional de Evaluación de la Calidad y Acreditación (2012). Informe de Autoevalu-
ación. Madrid: ANECA
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abstract (500–700 characters including spaces), keywords (up 
to 5), field of knowledge, topic area, presentation format, de-
velopment (7,500–10,000 characters including spaces) and bi-
ographical references.

Standard 2: Drafting and disseminating the general regulations for 
presenting papers at the congress with the objective of standardising the 
format, facilitating dissemination and enhancing the discussion between 
the congress attendees
The organisers established the following criteria with respect to 
presenting papers:

• Registration and payment of fees must be completed at least by 
the leading author of the paper;

• The language used in the presentation must be the same as the 
one used for the proposal;

• The paper must be presented in line with the schedule and for-
mats specified for each mode.

It should also be highlighted that, since the beginning of the 
CIDUI, the organisers decided to ensure that the sessions for oral 
presentations did not coincide with the presentations of contri-
butions in poster format, in order to promote the dissemination, 
discussion and quality of the latter. In addition, the organisers have 
always advocated the inclusion of a heterogeneous range of topics 
and fields of knowledge in each of the sessions and on each of the 
days of the congress with a view to facilitating access to all the 
contents for the congress attendees.

Posting the general regulations for presenting papers on the 
congress website:

• https://www.cidui.org/

https://www.cidui.org/
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Standard 3: Drafting and disseminating the general regulations for 
certifying the papers at the congress, in order to clarify the criteria that 
all papers must meet to receive the organisation’s certification
The organisation only certifies paper proposals that have been ac-
cepted and then presented at the congress on the date and at the 
time scheduled. The authors must also have submitted a final text 
of the paper on the electronic platform in line with the following 
criteria:

• The authors must use the template designed by the Scientific 
Committee, which includes the following sections: title, subti-
tle, abstract, keywords, field of knowledge, topic, presentation 
format, development and biographical references;

• The abstract must be between 25,000 and 35,000 characters 
long.

Before the congress is held, once all the authors have been noti-
fied whether their paper proposals have been accepted and the final 
texts have been submitted, a list of the papers that will be presented 
at the congress is posted on the website, along with a summary of 
each and the date of presentation, to enable the congress attendees 
to plan and publicise the presentation of the papers.

Certificates are only issued to authors whose papers have been 
accepted and presented and who have paid the registration fees and 
attended the congress. When a paper has more than one author, 
the certificate is awarded to one author but includes the names of 
all of the others.

Posting the General Regulations for presenting papers on the 
congress website:

• https://www.cidui.org/en/congresses-cidui/x-congress-ci-
dui-2018/general-regulations/

• https://www.cidui.org/en/congresses-cidui/x-congress-ci-
dui-2018/papers-proposals/
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Standard 4: Drafting and disseminating guidelines for monitoring congress 
sessions to ensure compliance with the schedule and certify the effective 
presentation of the papers
One of the challenges set by the organisers of the CIDUI is to 
achieve the maximum punctuality for all the events on the pro-
gramme, both for academic events (conferences, round tables, sym-
posiums, etc.) and for complementary activities (inauguration and 
closing acts, coffee breaks, lunches, visits, excursions). Specifically, 
the sessions for each of the presentation modes (single-focus piece, 
oral, posters and electronic) follow a set of guidelines to ensure fair 
treatment of all the people who present papers and the greatest pos-
sible capacity of choice for some of the attendees. The moderators 
and support staff are given precise instructions on how the sessions 
are to be run, with a particular emphasis on adhering to the time-
table. The main criteria that apply in this case are as follows:

• The session moderators start and finish the sessions at exactly 
the time stipulated by the organisers;

• In the event that a speaker is absent, the following presentation 
is not moved forward and the time corresponding to the pres-
entation in question is left vacant;

• The moderator’s assistants in each session verify the effective 
presentation of the papers by the previously designated speakers 
and also compile data on the attendance at each specific session 
and presentation by the attendees.

Indicators:
a) Publishing the CIDUI programme and events on the website at 

least a month before the congress: < https://www.cidui.org/en/
congresses-cidui/x-congress-cidui-2018/program/>.

b) Drafting clear guidelines on the timing and f procedure in 
each case and submitting these to the moderators and people 
in charge of managing each congress session and activity.
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Standard 5: Rigorous and objective evaluation process for the papers to achieve 
maximum quantity and quality in terms of the dissemination of knowledge
The evaluation criteria aim to improve the quality of the proposals 
and their future dissemination:
• Setting and publishing the key information about the process.
• Anonymous evaluation of the paper proposals.
• Double evaluation of each proposal, in line with the following scale:

 – Quality of the contents (20% of the overall score)
 – Significance at a theoretical or practical level (not accounted 

for in the final score)
 – Originality and level of innovation (15% of the overall score)
 – Suitability with respect to the congress topics (10% of the 

overall score)
 – Quality of the presentation (5% of the overall score)
 – General recommendation (50% of the overall score)
 – Reviewer’s familiarity with the topic (for information purposes)

• Third evaluations in the case of significant discrepancies be-
tween the first two.

Table 3. Paper proposals

Proposals 
received

Proposals 
accepted

% 
Accepted

Increase 
in 
quantity*

Increase 
in 
quality**

Increase in 
quantity + 
quality

1st CIDUI 337 227 67.4 %

2nd CIDUI 366 275 75.1 % 21.1 % 7.8 % 28.9 %

3rd CIDUI 619 452 73.0 % 64.4 % -2.1 % 62.3 %

4th CIDUI 882 665 75.4 % 47.1 % 2.4 % 49.5 %

5th CIDUI 656 502 76.5 % -24.5 % 1.1 % -23.4 %

6th CIDUI 666 510 76.6 % 1.6 % 0.1 % 1.7 %

7th CIDUI 648 507 78.2 % -0.6 % 1.7 % 1.1 %

8th CIDUI 477 372 77.8 % -26.6 % -0.4 % -27 %

9th CIDUI 433 298 68.8 % -19.9 % -9 % -28.9 %

* The increase in quantity refers to the rise or fall in the number of papers accepted compared to the previous edition (%).
**The increase in quality refers to the rise in the number of paper proposals that meet the criteria set by the Scientific 
Committee, compared to the previous edition (% accepted).
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To manage the presentation and evaluation of papers, we use 
an online application (https://www.conftool.com) to enhance the 
accessibility, transparency and thoroughness of the process. Data 
management and receipt and return of papers via this application 
ensures the higher quality of the process.

Indicator: Evaluation of the increase in the quantity and quality of 
the paper proposals accepted.

Standard 6: Promoting the internationalisation of the congress and the 
participation of attendees from other countries in order to achieve greater 
cultural and academic plurality
In the academic sphere, diversity in terms of nationality makes 
the discussion broader and more in-depth, as well as enhancing 
the plurality of experiences. The organisers consider it a priority 
to attract congress attendees from the greatest possible number of 
countries so that they can contribute more points of views, work 
methodologies and schools of thought. The following strategies are 
used by the organisers to attract foreign attendees:

• Inviting important foreign academics to form part of the Scien-
tific Committee to publicise the congress more widely in their 
institutions and field of operation;

• Inviting internationally renowned speakers of high academic 
interest to encourage the participation of more foreign congress 
attendees;

• Building links with international institutions (such as the Com-
parative Education Society in Europe, which has collaborated 
with the CIDUI on a number of congresses and international 
symposiums).

Indicator: Foreign congress attendees as a percentage of the total 
number of attendees.
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Table 4. Origin of the congress attendees

5th CIDUI 
(2008)

6th CIDUI 
(2010)

7th CIDUI 
(2012)

8th CIDUI 
(2014)

9th CIDUI 
(2016)

Spanish 
congress 
attendees

89.35% 88.36 % 86.65 % 90.34 % 83.94 %

Congress 
attendees from 
other countries

10.65% 11.64 % 13.35 % 9.66 % 16.06 %

Standard 7: Promoting the participation in the congress of young 
researchers and researchers with fewer resources, prioritising quality 
above resources
The congress aims to become a platform for academic dissemina-
tion and discussion for researchers of all ages and resources. In the 
congress organisers’ opinion, a lack of sufficient financial resources 
is not directly linked to the quality of the research, particularly 
in the case of PhD students and young researchers. With this in 
mind, the organisers of the CIDUI believe that a clear strategy for 
ensuring quality is to award grants for participating in the congress 
to applicants who meet the following criteria:

• Being the author or co-author of a paper accepted by the Scien-
tific Committee of the CIDUI.

• Not having been awarded a grant in the previous edition of the 
congress.

• Submitting the following documentation:
 – Application form
 – Copy of the national identity document or passport
 – Curriculum
 – Copy of a document issued by an academic authority of uni-

versity (dean, department director, academic secretary, etc.) 
that accredits the applicant’s status as a postgraduate student 
with teaching and research duties.
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• If the applications exceed the number of grants available, the 
Executive Board decides whom is awarded the grants based 
on the score given to their paper proposals by the Scientific 
Committee. In the case of a tie, the applicants’ academic and 
research profiles are evaluated.

Indicator: Number of grants that the organisers offer to the con-
gress attendees and the number of applications received.

Table 5. Number of grants

  Nº. grants Nº. applications % applications 
compared to nº. of grants

5th CIDUI (2008) 27 19 70.4 %

6th CIDUI (2010) 27 34 125.9 %

7th CIDUI (2012) 27 36 133.3%

6. A final consideration

The reality of the CIDUI has always been underpinned by a dual 
logic:

1. Corporate activism and the institutional initiative of the Edu-
cation Science Institutes and the organising units, with the ex-
press support of the respective universities (particularly through 
the teaching improvement and innovation policies implemented 
by the vice-rectors’ offices); 

2. The collaborative innovation capacity of the congress teams 
and committees and, most importantly, the university teachers 
(the daily work of innovation groups to overcome resistance to 
change and implement innovations that may disrupt established 
routines). The key factors in the continuity of the congresses 
have been cooperation, coinciding in terms of time and the will 
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for real change at the institution and the grassroots momentum 
of teaching professionals, adapting to the new circumstances 
and exploring new opportunities and routes for improvement.

Without this dual commitment, none of our work would have 
been possible. Our activity in networks of institutional partnership 
was complemented by the creativity and innovative initiative of 
numerous individuals and teaching groups around the world. In 
other words, the organisers created the conditions that facilitated 
a climate of teaching innovation that was open to development, 
which is essentially a bottom-up process (Begoña Gros, 2010: 130). 
In my opinion, this is one of the lessons we have learned and that 
we must bear in mind when incentivising university innovation; 
and this is an especially important part of the new programmes, 
such as the Margalida Comas i Camps programme, which is well 
timed but still pending specification in terms of budget. We have 
to cultivate the harmony of this dual logic between top-down insti-
tutional reform and bottom-up innovation: the joint and comple-
mentary dynamics of the institution and of the university teachers 
who provide its foundation.
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3. A ROAD TO INNOVATION BUILT BY 
UNIVERSITY INSTRUCTORS: AN ANALYTIC 
PERSPECTIVE

— Maite Martínez
Universitat Autònoma de Barcelona

1. Introduction

Well aware of the challenges posed by adaptation to the Europe-
an Higher Education Area (EHEA), universities began a process 
of reflection that has ultimately led them to redefine their teach-
ing model, in order to take into account their students’ charac-
teristics, what their degree courses have to offer and the needs of 
society.

Their students were born in the digital age, so knowledge is 
more within their grasp than before, and what they are seeking 
at university is a well-rounded education that prepares them for 
21st-century society. Their degree courses, though in need of re-
structuring, have a long history of delivering high-quality content 
in a variety of attractive formats. And as for society itself, as well 
as theoretical knowledge, it expects its students to be equipped 
with the competences, values and positive attitudes needed to tack-
le upcoming challenges: in other words, to become professionals 
with the knowledge, know-how and “savvy” to meet the future 
demands of society.

In this chapter we will discuss the initiatives that university 
instructors have been putting into practice and presenting at the 
different CIDUI conferences, whether these concern innovation 
in teaching projects or attempts made by individuals or teams to 
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design teaching and learning (T-L) strategies for our times. They 
all involve teaching methodologies to be used in the following:

• large or small groups;
• work placements;
• teaching that is fully or partially classroom-based.

Present-day degree courses place great emphasis on the acqui-
sition of competences. This does not fit easily into university edu-
cation, as pointed out by Perrenoud in one of his lectures (2004). 
The need to develop competences has meant making changes to 
teaching methodologies and assessment systems, and has required 
great efforts to improve coordination between instructors. This 
chapter focuses on initiatives to teach competences.

1.1 Spaces for assessing transferable competences

Since 2010, the bachelor’s degrees being delivered in Spain have 
been defined in terms of competences, organised by academic year 
and completed with a final project. For each degree course, it was 
first necessary to review and revise content, plan teaching meth-
odologies and flesh out the competences that students would have 
to display on graduating and throughout their education. This, in 
turn, meant integrating teaching initiatives, new methodologies and 
competence assessment. All this work carried out by the universities 
over the years has been dealt with in the most recent conferences.

It is undeniable that ICT have helped considerably in intro-
ducing the necessary changes into our classrooms. For teaching 
staff, this has been a learning process, making them reflect on 
their own resources so as not to trivialise them and, instead, put 
them to genuine use as an aid to learning on the part of the stu-
dents. The universities themselves, meanwhile, have made their 
digital campuses more flexible and lecturers use them proactively 
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and creatively. Some of these innovations have been presented in 
the conferences held.

1.2 Innovation in teaching

The different conferences, therefore, have done a good job of show-
casing the work done up to now in university teaching, and are still 
spaces for instructors to share good practice.

2. Teaching strategies to fit new contexts

A close look at the presentations made in the CIDUI conferenc-
es held between 2002 and 2016 reveals the variety of initiatives 
tried out in classrooms during those years and lecturers’ obvious 
concerns about the changes that joining the EHEA would bring 
about. Foremost among these changes was a model of learning that 
emphasised independent development on the part of students, who 
think for themselves, collaborate with their peers and “build up 
and develop their knowledge by linking the logical structure of the 
subject areas to their own perspective” (Morin, 2000).

The CIDUI conferences have provided, and continue to pro-
vide, a space for instructors from different universities to share 
ideas and innovation projects and learn from the good practices 
being implemented by the universities.

As time passes, we can see a clear distinction between papers 
on innovative teaching strategies presented before the new degrees 
were designed, containing tentative initial proposals for possible 
T-L strategies, and papers presented after these degrees had become 
part of lecturers’ everyday routines. 

To follow this progress we will focus on the teaching strategies 
applied to large and small groups, to work placements, and to in-
struction that is fully or partially classroom-based.
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2.1 Small groups/large groups

In the absence of clear answers as to whether new teaching strategies 
can be applied in the case of large groups, lecturers often opt to try 
them out initially on smaller groups: in practical sessions, seminars, 
workshops or laboratory work. These spaces allow for collaborative, 
face-to-face learning and for work on competences like communi-
cation and teamwork, which we will be examining below. Many 
of these initiatives began as adaptations of traditional guidelines 
for laboratory work, in which students were expected to analyse a 
problem, formulate a hypothesis on how to solve it, design and per-
form an experiment, and analyse the results obtained in the light of 
theory. In other words, they are teaching strategies that have a clear 
objective: that students should take charge of their own learning.

In other cases, practical sessions are adapted through a process 
of collaborative action research which, as in the above case, guides 
the students towards discovery. Incorporating mini-case studies 
into practical sessions poses further challenges for lecturers, not 
only in terms of the need to develop teaching materials but also 
regarding the strategy to be adopted.

This latter methodology fosters reflective learning. The case 
study itself is of less importance than the discussion and dialogue 
it can stimulate, which means that the lecturer must be able to 
exploit it. Question formulation, as an active learning strategy, is 
a tool to awaken students’ interest, consolidate their learning, and 
allow for active listening – a competence that is not always easy to 
work on in the classroom.

Classroom debates have been introduced in some courses, pro-
viding an opportunity for more in-depth analysis of new scientific 
developments within the scope of the subject area. In these cases, 
the students work in the same teams throughout the course, with 
each team member playing a specific role in the different debates. 
Competitive debating has proved to be a very useful tool for com-
petence development.
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In this way, the focus is gradually shifting from teaching to 
learning. Another example of this is problem-based learning (PBL), 
which is dealt with in a large number of papers, discussing practi-
cal sessions, laboratory problems, complete subjects or courses in 
particular study areas.

The initiatives presented range over the whole curriculum: 
from technology to art, health sciences or social sciences. There 
are even multidisciplinary initiatives that combine methodologies 
like PBL or case studies with such resources as virtual classrooms 
or e-learning, which we will discuss below, as another option for 
integration.

It is well known that many subjects taught at university have a 
large number of students enrolled on them and, at the same time 
have a sizeable practical component, which has to be taken into 
account when designing a teaching method for the subject as a 
whole. For this reason, there are papers on attempts to adapt strat-
egies, not only for the practical component of a subject but also 
for the theory component (large groups): attempts that involve, for 
example, modifications to PBL.

One of the teaching strategies that has apparently gained most 
acceptance over these early years has been that of cooperative work-
ing. Cooperating on a task gives students a sense of ownership of 
it, since the process has two dimensions: the narrative one, stating 
what has been done, why and how, and the personal one: my own 
work. The papers presented deal with issues like how to apply the 
strategy correctly, its potential in different groups and students’ 
degree of acceptance of this way of working.

In addition, a large number of presentations discuss the use 
of learning portfolios, as a way to activate learning and lead stu-
dents to reflect on the T-L process in different contexts. Based on 
the number of presentations dealing with portfolio projects, these 
are establishing themselves as a tool for active reflective learning, 
and for continuous assessment inside and outside the classroom. 
They have been widely used across different degree courses, and 
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they have formed part of the monitoring and assessment of final 
projects and the monitoring of work placements.

2.2 Work placements

Though it may seem that most of the papers presented focus on 
practical sessions linked to the theory component, others do dis-
cuss innovative strategies (pre-existing ones in the case of certain 
degree studies) applied in other contexts, which aim to give stu-
dents their first contact with the labour market. These are the work 
placements.

They constitute a new teaching space with a dual function: 
on one hand to make students the key element in the process of 
discovery, elaboration, reconstruction and re-invention of learn-
ing and, on the other, to make instructors act as facilitators and 
guides in that process. As mentioned above, portfolios are taking 
on a new role in this context as tools for reflection, replacing 
the simple placement report, which was often an assessment tool 
that prioritised presentation over content. In addition to this, 
further innovative strategies are being implemented, based on 
peer tutoring.

These alternatives offer the opportunity to reinforce students’ 
integration and involvement in the labour market. At the same 
time, they provide course organisers with a yardstick to assess how 
well the teaching matches the needs of the labour market, since the 
learning achieved is interpreted by the external tutor, the course 
tutor and the student.

2.3 Classroom-based learning and distance learning

Almost inevitably, the early papers discussed here coincide in 
weighing up classroom-based learning and distance learning as a 
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way to answer the question of what to do with large groups, intro-
duced at the beginning of this section.

When redesigning subjects’ methodological dimension, in line 
with new learner-centred approaches, instructors should keep in 
mind that these two modes of learning can be taken to comple-
ment each other. Teaching large groups – on first-year courses, for 
example – can benefit from the use of strategies that encourage 
students to work outside the classroom and, as we will see, new 
technologies can play a major role in facilitating this.

Papers dealing with this topic argue that distance learning is 
ideal for promoting self-study, as instructors and students do not 
have to meet in one place, students can work in groups, and the 
learning can take place in settings that are not strictly academic.

When universities began to launch official master’s degree pro-
grammes, new T-L strategies were again formulated, to take into 
account small group sizes, and whether a particular programme 
was profession-oriented or research-oriented. Course design set out 
to achieve learning that was inductive (through reflection), active, 
constructivist (based on various sources), cooperative (working in 
a team, and both learning from and teaching fellow students), and 
independent (setting and fulfilling individual learning targets).

The last three conferences were the ideal space for instructors to 
report on pioneering initiatives being implemented within a new 
context: degree courses that had been designed from the ground 
up to be competence-based, organised in line with EHEA guide-
lines, and structured in terms of ECTS credits. This second phase 
could perhaps be characterised by a greater depth of reflection on 
the part of instructors, regarding the T-L strategies that could be 
deployed in the new bachelor’s degrees. Project-based (PBL) learn-
ing strategies had already been one of the most popular topics 
in previous conferences, and now their value had been shown in 
practice, leading to claims like “we learn more by doing” or “the 
best way to match teaching to students’ and society’s needs is to set 
up learning environments that are close to real life”. Lecturers who 
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had used case-study-based strategies in practical sessions or work-
shops argued that they motivate students to take part, facilitate 
competence development and allow students to track their progress 
throughout the course. Those using collaborative work strategies 
claimed that these can also work in large groups.

Other proposals put forward are combinations of subjects and 
teaching strategies that have been implemented throughout the 
degree programme, continuity in learning approaches, similar 
strategies designed for two or three subjects on different courses, 
the use of combined methodologies, or a whole course delivered 
experimentally through partial distance learning. In many of these 
cases, the lecturers have had to take on the task of creating learning 
environments that are inclusive and contextualised, as a basis for 
introducing the teaching strategies.

The last of these strategies worth noting is that of simulations 
based on real activities that take place in the area of study. These 
have been introduced in a variety of specific subject areas (health, 
for example), and have proved to be both popular with students 
and consistently productive. This strategy contributes to critical 
thinking, and to learning by doing and by observing fellow stu-
dents. It is mainly used in studies in which learning from the be-
haviour of a professional towards other people requires specific 
competences. Simulations generate a spirit of interactive learning, 
which lets students explore the dynamics of the process.

More and more teaching methodologies are being implement-
ed in different subjects, different degree programmes and different 
academic years in order to study the main planning, activation 
and assessment strategies that have been followed in practical ses-
sions, and thus to have a repertoire of teaching strategies that have 
been validated for specific situations, and even to have an obser-
vatory of the different scenarios in collaborative learning. Some 
programmes have even designed ad hoc subjects with a markedly 
inclusive and interdisciplinary orientation. In accordance with the 
learner-centred model, these subject areas, taken in the third year, 
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aim to foster independent learning for solving problems related 
to professional practice, while integrating the concepts learned 
in the earlier stages of the degree programme and focusing the 
result on an intervention in a social context (integrated practical 
sessions).

3. Developing transferable competences in higher 
education

One of the recurring topics in CIDUI conference papers is that of 
competences, with papers tackling questions like how these can be 
taught and assessed, how the concept of “competence” itself can be 
defined, and which competences students graduating in different 
disciplines should have acquired. The implementation of compe-
tence-based learning means having to redefine study programmes, 
reflect on the instructor’s role and familiarise the students with 
this new approach. The first conference papers on this topic simply 
make tentative steps towards a definition of the concept of compe-
tence and the possibility of assessing it.

As seen in other cases in which innovative T-L strategies are 
being introduced, instructors show a tendency to approach com-
petences through pilot projects with small groups of students, 
analysing transferable or generic competences that all university 
students are expected to acquire. The focus is on two competences 
in particular: teamwork (interpersonal competences) and commu-
nication (instrumental competences).

The first of these is introduced into the classroom through the-
ory-to-practice sessions or laboratory practicals. As seen above, one 
of the teaching strategies suggested is that of collaborative learning, 
which aims to achieve learning through interactions within group 
activities. This leads on to the introduction of self-assessment, peer 
assessment and observation of certain group behaviours. Many of 
the conference papers analyse teamwork indicators that come into 
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play when the group is working as a team to achieve an objective, 
cooperation within the group and social interaction.

Another strategy put forward for developing teamwork com-
petences is that of problem solving, usually in practical sessions. 
This presents students with situations in which there is a conflict 
between theory and reality. For example, they might have to tackle 
a business problem of a certain degree of complexity, based on the 
theory they have learnt. They weigh up alternative solutions and 
agree on a plan of action, as if they were a working group in that 
particular sector. Such situations could be said to bring various 
competences into play, but the instructor tends to use them to 
analyse the team’s behaviour.

As for communication, proficiency in oral communication 
means being able to pass on ideas, knowledge and feelings by word 
of mouth, in conversations, group activities and presentations be-
fore large or small audiences. Oral expression can therefore be seen 
as a major instrumental competence in the university context.

Its importance is reflected in the large number of papers devot-
ed to it, across different degree courses and subjects. Judging from 
these it could almost be said that oral expression is introduced as 
a teaching methodology into degree studies and, therefore, as the 
development of communicative competence.

At the start of this section we referred to instructors’ concern 
for how to teach competences and, especially, how to assess them: 
what tools or techniques should be used as they are being devel-
oped and at the end of the course. The conference papers reveal 
the existence of a range of techniques that depend on the teaching 
strategies being used, the students themselves (whether in the early 
stages or at the end of their studies), and the nature of the compe-
tences to be assessed.

The case-study method, for example, not only helps students 
to learn the theory but can also be used to monitor their language 
competences or teamwork skills. Other papers deal with the use 
of portfolios to assess competences. These are said to be used by 
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students to collect evidence (from coursework) of their level of 
competence development and to reflect on how they achieved this 
level and what they need to do to improve on it. The students’ tu-
tors supervise their portfolios and use them as a basis for feedback 
on progress.

More recent conferences have added a new ingredient to the 
debate on competences: aligning higher education with the needs 
of the labour market. This corresponds to the phase in which uni-
versities have been comprehensively defining the competences for 
degree courses, which has meant applying a wide range of criteria 
to meet demands from the world of work and society at large. 
The resulting multi-purpose competences are expected to achieve 
objectives and solve problems in a variety of different contexts, 
so the process of acquiring them is spread over the whole degree 
syllabus and instructors need to coordinate their efforts to teach 
and assess them.

In the conferences, they have presented various tools for learn-
ing competences, such as case studies, which act as a repository for 
a whole degree course, allow issues to be examined from various 
angles and serve to develop competences at the same pace within 
each degree subject, or role plays (nurse–patient, for example): an 
ideal communicative strategy for developing knowledge, attitudes 
and competences. Both these instruments are equally valuable for 
use throughout degree studies that incorporate workplace-related 
behaviours and competences into their subjects. Many of the initi-
atives presented also involve the acquisition of non-verbal commu-
nicative competences as a way to integrate two learning contexts: 
the academic and the professional. 

With the aid of new technologies, lecturers are now able to 
collaborate on their research through dynamic, interdisciplinary 
networks on the internet, and this has given rise to alternative ways 
of learning and developing competences.

Finally, it is important to note how useful digital spaces are for 
learning competences. One example of this is digital portfolios. 
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These can serve to develop digital communicative competence by 
fostering networked writing. Any academic task that involves pro-
ducing a report, an essay, an analysis, etc., allows the indicators 
of this competence to be compared in detail. Examples of such 
activities are document production at different levels, use of the in-
ternet and email, presentations, web pages and spreadsheets. They 
are generally linked to PBL strategies, collaborative work, digital 
portfolios and assessment using rubrics.

4. Use of ICT in learning

Digital technologies have long been present in education and we 
are well aware of their indisputable potential as teaching resources, 
but there has not always been a broad consensus in favour of using 
them in the university context.

This could be explained in part by the fact that non-ICT-savvy 
lecturers sometimes find it difficult to keep pace with the constant-
ly evolving digital world, or by failure on the part of universities 
to update their teaching resources. This has led to suggestions that 
“more research is needed” before making ICT a stable feature in 
classrooms. In general, however, when analysing teaching strategies 
and when searching for tools to develop competences, ICT are seen 
as a new resource of great value to instructors delivering the new-
ly designed programmes. Accordingly, early CIDUI conference 
presentations deal with experimental uses of ICT, in both large 
and small groups and in both academic and workplace-oriented 
subjects, as a way to facilitate work outside the classroom, to help 
students take responsibility for their own learning and to introduce 
them to the society they will encounter on graduating.

These initial conferences served to show the first attempts at us-
ing the new ICT tools in classrooms (“teacher learning”), whereas 
in later ones these innovations are seen to have been better assim-
ilated, thanks to support for this process from university admin-
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istrations and course organisers, in the interests of innovation in 
teaching and students’ competence development.

As can be seen, considerable space in the CIDUI conferences 
has been given over to these new approaches to learning – virtual 
versus non-virtual, and classroom-based versus distance learning. 
In some cases, lecturers have presented single applications that they 
have introduced into the classroom to make the subject more ac-
cessible, and to help students take more responsibility for their 
learning: simple technological tools for use in laboratory practi-
cals, materials creation, or distance-learning activities. However, 
it should be noted that these have often gone on to form the basis 
for designing the new degree programmes.

Based on web technology, they allow lecturers to allocate as-
signments, correct students’ work and communicate with them 
in the case of large groups, or make use of webquests as a T-L 
strategy. Such tools are not limited to any particular field of study, 
being used across a wide range of fields, from pharmacy or artistic 
production to experimental sciences and social sciences.

Many conference presentations deal, for example, with wiki en-
vironments. These allow instructors and students to be in constant 
contact, which helps the latter to learn content and such compe-
tences as logical reasoning, communication in writing, and atten-
tion to quality. Some lecturers have seen wikis as an alternative to 
the traditional forum, or have combined both formats to work on 
collaborative learning – in the social sciences, for example.

The “campus virtual” intranets, which all universities have, are 
another teaching tool to support methodologies that foster teach-
er-student interaction: facilitating information, communication 
and access to teaching materials. They have featured throughout 
the different conferences, with speakers suggesting novel ways to 
take advantage of their possibilities, such as virtual debates, which 
have been put forward as a strategy for assessing competences.

Other instructors have presented open-access materials in audio-
visual or multimedia and multi-channel formats, one example be-
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ing films: a powerful didactic tool capable of awakening interest, 
lending itself to critical analysis and clearly illustrating concepts 
that are difficult to explain. Together with all these tools, a long list 
of initiatives using interactive digital images, group blogs, online 
problem-solving, online tutoring, etc. shows just how university 
teaching has been transformed over the last few years through the 
use of new technologies and the internet to improve quality in 
learning. It should be kept in mind that many of these initiatives 
have arisen within the framework of teaching-innovation projects 
sponsored by various universities or by quality agencies.

Now that these open-access ICT resources have proven their 
worth in teaching and learning, it is up to the universities to 
strengthen their information systems and promote the use of these 
resources across all subject areas. As pointed out by Silvio (2004), 
they need to transform institutional infrastructures designed for 
traditional learning approaches into new ones that allow digital 
technologies to be used in learning.

This need has been clearly exemplified over these years by the 
redesigning of degree courses. Old practices like publishing course 
guides in paper format have given way to the new electronic ver-
sions of these: a more efficient way of informing students about 
their studies. Another change is in the activation of programmes to 
raise teaching standards, with the emphasis on innovative teaching 
strategies that are not only implemented but evaluated in terms of 
their impact on student learning, on educational standards within 
the degree programme and, ultimately, on those of the university 
as a whole. The papers presented in the later CIDUI conferences 
correspond to this stage. Adopting a more holistic and integrative 
approach, these presentations deal with applications on university 
social networks that seek to promote collaborative learning and 
shared knowledge construction, and with the way in which new 
resources are being made available through these applications, one 
example being the Campus Virtual forums to allow asynchronous 
communication within certain course subjects.
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Another novelty is the special interest groups on teaching-in-
novation in higher education that have sprung up, such as the 
GI-IDES: Wiki. These are groups of lecturers from different uni-
versity departments who are experimenting with wikis as a tool for 
collaboration in networks.

Other papers discuss initiatives that involve Moodle-based 
e-learning environments and course management systems, which 
foster independent learning and self-monitoring, and allow virtual 
classrooms to be set up for student groups of all sizes thanks to 
CRS (classroom response system) applications that facilitate inter-
actions between many users. 

The last item in this review of topics covered in recent CIDUI 
conferences is one that opens up new prospects. The technologi-
cal revolution taking place in post-modern society has moved us 
from an eminently text-based informational tradition to one that is 
mainly audiovisual. This has profound implications for the way in 
which our students acquire knowledge. For example, papers have 
been presented in the latest conferences on the inclusion of audio-
visual microlearning materials to teach certain content. Others 
have explored the new high-resolution imaging techniques, such 
as multislice CT scans, magnetic resonance and digital X-rays in 
medical practice, which not only generate real images but also 
data sets that can be stored and allow for 3D, 4D and 5D recon-
struction. 

These technological innovations are shown to be highly useful 
in teaching. They have led to initiatives that put forward the idea 
of “virtual laboratories”, in which, through e-learning and audio-
visual tools, practical sessions can be prepared, and learning can 
be monitored and improved on. This could be said to constitute a 
technological scenario more attuned to a collaborative perspective 
on learning (Adell, 2002).

All the above initiatives gathered from the various CIDUI 
conferences serve to highlight the enormity of the task facing in-
structors on adapting their courses to the EHEA. They have had 
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to develop new T-L strategies based on competence acquisition, 
and suitable new tools to implement these strategies, all the while 
keeping in mind the needs of the latest generations of students 
filling university classrooms, who have grown up surrounded by 
evolving technologies.

5. Some closing words

As we all know, before launching any project we need to reflect 
carefully on what we want to achieve and how. This was certainly 
the case with the CIDUI conferences held over all these years, 
whose aim was to gather together the various initiatives put for-
ward by university teaching staff towards maintaining high teach-
ing standards in the new scenario of the EHEA.

As can be seen in the papers presented, on innovative T-L strat-
egies and competence learning, university lecturers are fully com-
mitted to these high educational standards, which also depend on 
students and other actors who are often anonymous, but whose 
support is needed in this endeavour. The presentations report on a 
wide variety of approaches that have been tried out in day-to-day 
practice, with greater or lesser success.

Now is the time to reflect on what has been done and learn from 
it. There is still a need to share experiences and we must learn to 
integrate them into the new multidisciplinary degree courses that 
aim for a university education of a high standard.
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4. UNIVERSITY TEACHING CULTURE

— Antoni Perez-Poch, Joan Domingo, Maica Sanz, David López
Universitat Politècnica de Catalunya

1. Teaching culture at CIDUI conferences

From the outset, the CIDUI conference reflected a firm commit-
ment to teacher training as a tool for developing a culture of change 
and new learning models. The programme of the first edition, 
held in Barcelona in 2000, began with a statement highlighting 
the change to the 21st century: “We are experiencing very rapid 
changes that force us to pay as much or more attention to the 
continuous variation of things and situations as to their stability 
and continuity” (CIDUI, 2000). This was followed by a statement 
of principles: “What should the role of universities be? Training, 
research, professional training, but not only based on current de-
mand: universities must anticipate future demand and even create 
it.” It was clear that in addition to fostering new ways of teaching, 
the response to changes should involve universities adopting a new 
culture in which training of university professors must play a key 
role. At the first CIDUI plenary conference, Graham Gibbs, who 
at that time was with the Open University in the United King-
dom, spoke about recent developments in the use of assessment to 
improve teaching at universities (Gibbs, 1988). Furthermore, one 
of the six thematic strands of the first edition was teacher training 
and innovation in the training of educators.
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One of the first cultural changes this transition entails is a move 
away from the idea of teachers as transmitters of knowledge, which 
no longer makes sense given the many digital information sources 
that are now available. As sociologist Philippe Perrenoud (1999) ex-
plained at the opening of the third CIDUI conference, the role of 
university professors is now to ensure that over the course of their 
academic career students develop new competencies for tackling 
the challenges of 21st-century society. Faced with these challenges, 
teachers can feel overwhelmed, so they need new guiding princi-
ples that go beyond their usual frames of reference (Figure 1). 

Figure 1. Geography professor wandering in the desert

Source: <http://www.unige.ch/fapse/SSE/teachers/perrenoud/php_main/transfert.html> 

The fifth CIDUI conference was the first to place the focus on 
changing university culture, which was the overall theme of the 
event. The priority thematic areas were methodologies for changing 
teaching at university, use of interactive platforms and innovative 
materials in teaching, team work for university professors, univer-
sity tutoring, and competency-based planning and teaching assess-
ment at university. Papers were classified by area of knowledge and 
had to address at least one of these areas. Today, these topics have 
gained currency in university teaching. Once again, Dr Graham 
Gibbs was invited to the conference to offer an overall vision of the 
development of teaching in university research (1999). For her part, 
Dr Lynn McAlpine of McGill University in Montreal (Canada) 
gave a lecture on the idea of a teacher’s personal identity: their un-

http://www.unige.ch/fapse/SSE/teachers/perrenoud/php_main/transfert.html
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derlying thinking and how it influences changes in teaching. What 
do we think and how does that affect us when we teach, when we 
supervise a doctoral thesis, and especially when we make changes 
to our teaching practices? (McAlpine & Weiss, 2000). It has often 
been observed that certain conditions must be met for a teacher 
to accept a radical change in the way they teach. It is particularly 
important that, as part of their identity as teachers, they internalise 
a new way of seeing the teaching process. Specific seminars and 
workshops on teacher training and development have been held 
at various CIDUI conferences, including the seventh edition held 
on the Ciutadella Campus of Pompeu Fabra University in Bar-
celona in 2012. Finally, at the latest edition of the CIDUI, held 
at the Universitat Autònoma de Barcelona in 2016, professional 
development of teachers was one of the main thematic areas. The 
2016 edition included numerous contributions that focused on 
teacher training programmes, teacher collaboration strategies, and 
innovative team-teaching initiatives. Thus, for university culture 
to change, teaching staff must willingly participate in up-to-date 
training. Moreover, in addition to updating their knowledge and 
learning about new methods, teachers need to be convinced of 
the need to use these approaches effectively in the classroom. To 
this end, Catalan universities have offered various teacher training 
programmes, which have evolved from courses and workshops to 
programmes (with varying degrees of state regulation) that include 
incentives such as accreditation of indicators for quality assurance 
agencies and issuing of specialisation and postgraduate certificates. 
University professors in Spain are not required to have undergone 
teacher training. It is therefore essential that they receive initial 
training and in-service training throughout their careers in order 
to ensure a good connection with student learning.

The most recent editions of the CIDUI conference have in-
cluded the presentation of papers that address the key role teacher 
training has to play in changing university teaching culture. For 
example, Díaz and Pons (2012) offer a series of reflections on a 
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postgraduate introductory teaching course aimed especially at new 
teachers that is offered by the University of Barcelona. Issues such 
as the compatibility of teaching and research duties, the role of 
mentors, and the specific training needs of new teachers are widely 
discussed in the teaching community at our universities. The con-
struction of a teacher’s identity is addressed by Lobato et al. (2012), 
who apply various methodologies to an initial training programme 
similar to the one offered at the University of the Basque Country 
(UPV). Rodríguez et al. (2012) describe the institutionalisation of 
a training programme at the University of Salamanca, reflecting on 
the programme’s role in addressing the challenges facing what they 
regard as a university in crisis. Thanks to the internationalisation of 
the CIDUI conference, we can mention other initiatives in Latin 
America, such as those described by Paso (2012) at the National 
University of Mar del Plata, Argentina; by Rojas and Soto (2012) in 
the Faculty of Pedagogy of the University of Concepción in Chile; 
and by Ancha et al. (2016) at the Pontifical Catholic University 
of Peru.

Other educators have reflected on the effectiveness of such 
training programmes (Renta et al., 2014) or focused on the de-
velopment of a particular competency. Soberón et al. (2014), for 
example, studied the acquisition of social skills by university pro-
fessors. The new role of university professors is addressed by Gra-
cenea (2014), among others, who discusses her experience with 
the master’s degree in University Teaching for New Lecturers of-
fered by the University of Barcelona. The role university professors 
should play in this changing world was the theme chosen for the 
2017 CIDIU Symposium, which included a round-table discussion 
and a lecture by Javier Paricio of the University of Zaragoza. Dr 
Paricio talked about his vision in a lecture on recognition of teach-
ing and representations of what it means to be a good university 
professor. Paricio proposes a model of teaching quality based on a 
staged process (Paricio & Pinilla, 2012). In this process, trained, 
experienced teachers achieve a “good” level when they care about 
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their students and engage them in motivating and relevant learning 
activities. Teachers who reach the “excellence” level have a very 
high level of training and commitment that leads them to make 
teaching a priority in their academic careers. Finally, the highest 
level is achieved when a teacher has fully developed all dimensions 
of his or her teaching, including evidence-based research on teach-
ing methods used in his or her area of knowledge. The round table 
underscored the challenge of getting university quality assessment 
agencies and systems to recognise these levels of excellence, and the 
difficulty of combining this priority with research in other areas.

2. Competency-based teacher training

Moore and Voltmer (2003) argue that the most difficult aspect of 
the change process is likely to be altering attitudes and ideas in the 
academic community. The history of changes in education suggests 
that students and the general public tend to accept major changes 
much faster and better than the academic community does. Giv-
en that some university professors are very resistant to competen-
cy-based learning for students, getting them to recognise the need 
for teachers themselves to develop competencies to practise their 
profession can be very difficult (Sánchez et al., 2014).

So, what competencies should a good university professor have? 
In 2011, the Interuniversity Teacher Training Group (GIFD),2 
made up of teacher training heads from eight Catalan public uni-
versities, carried out an in-depth study to answer this question. 
Based on a literature review, a survey was developed and sent to 
over 15,000 teachers employed at these universities. More than 
2000 valid responses were received (Torra et al., 2012; Torra et al., 
2013). It was concluded that the six most important competencies 
for university professors to have are as follows:

2. GIFD website: <https://gifd.upc.edu/en>.
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• Interpersonal competencies: fostering critical thinking, moti-
vating students and building trust; recognising diversity and 
individual needs; creating an atmosphere of empathy and eth-
ical commitment.

• Methodological competency: being familiar with teach-
ing-learning (T-L) methods and strategies.

• Communication competency: knowing how to use contempo-
rary channels to engage in two-way communication processes 
in order to improve teaching.

• Competency in the planning and management of teaching 
activity: knowing how to design, orient and develop content 
and learning and assessment activities in a way that allows for 
assessment of outcomes and formulation of proposals for im-
provement.

• Teamwork competency: the ability to collaborate and partici-
pate as a team member, assuming responsibilities and commit-
ments based on shared objectives and agreed processes (while 
also taking into account available resources).

• Innovation competency: the ability to generate and apply new 
knowledge, perspectives, methods and resources to the various 
dimensions of teaching in order to improve the quality of the 
T-L process.

Following this initial stage of analysis and reflection on what 
competencies teachers should have, each university planned train-
ing activities based entirely or partially on these principles.

The Universitat Politècnica de Catalunya (UPC), for exam-
ple, offered a competency-based training programme for trainers 
(López et al., 2016). The UPC successfully carried out an initial 
training programme for UPC teaching staff known as ProFI. It 
consisted of a series of training activities, such as symposiums, 
workshops and action programmes, that focused specifically on 
providing training for new teachers, though others could also par-
ticipate (Valero & Almajano, 2000). In 2012, the programme was 
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redesigned to include development of the teaching competencies 
listed above. Now called Practice and Innovation in University 
Teaching (Catalan acronym: PIDU), the programme consisted of 
a basic part comprising six courses, each of which focused on de-
veloping one of the key competencies. Each course was equivalent 
to one ECTS credit, with nine contact hours and sixteen hours 
devoted to private study. The programme was offered from 2012 
to 2015.

Building on this foundation, in 2015 a postgraduate course 
on University Teaching in Science, Technology, Engineering 
and Mathematics (STEM) was launched at the UPC’s Institute 
of Education Sciences (ICE). (This qualification is specific to the 
Fundació Politècnica de Catalunya, FPC.) The 2016 ICE-UPC 
postgraduate course requires participating teachers to complete 15 
ECTS credits. Six of these credits focus on acquisition of the six 
core competencies, six are for a teaching innovation project that 
participants must complete, and the remaining three are for addi-
tional (optional) subjects (see Figure 2). Continuous monitoring of 
students is based on a teacher’s portfolio. 

Figure 2. Structure of the STEM ICE-UPC postgraduate course

Source: ICE-UPC
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Teachers are offered maximum flexibility to complete the post-
graduate course, which must be taken over a minimum of three 
semesters. The project participants carry out is an important part 
of the training programme because it involves synthesising and 
putting into practice the competencies acquired. This component 
of the course must include an intervention in the classroom and a 
discussion of its impact on the T-L process of students. Participants 
are asked to propose a solution to an initial situation related to their 
teaching context and then implement it. Their intervention may 
involve a teaching innovation related to either the methodology 
used or the organisation and design of subject-related activities. In 
this process, teachers are guided by a tutor who may be from their 
own teaching environment or an external expert on the technique 
used. The project is presented before a panel of experts who assess 
the candidate’s stage of development and provide suggestions and 
recommendations for their future teaching practice. The first edi-
tion of the postgraduate course, held in July 2017, was completed 
by 16 teachers. A quality factor considered in the assessment of 
projects was their publication in high-quality journals or confer-
ence proceedings, a goal achieved by many of the course graduates.

The postgraduate course focuses on the presentation and ap-
plication of innovative teaching techniques intended to facilitate a 
change in the way participants teach. Changes should not involve 
the modification or reduction of curriculum, but rather changes to 
the teaching methodology used, with the overall aim of creating a 
teaching culture of excellence at the university.

3. Teamwork for university professors

Teamwork is important in our society and one of the most in-de-
mand competencies. The importance of this set of skills is reflected 
in the fact that a Google search for “teamwork” generates 130 mil-
lion hits. This competency tops a list provided in the 2017 EPyCE 
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report, which identifies the competencies for which present and 
future demand is highest in companies. Figure 3 shows the relevant 
part of the table included in the report. 

Figure 3. Evolution of demand for some competencies – present and near future

Source: Observatorio Permanente de Perfiles Profesionales Multisectoriales Emergentes

Universities understand that students need to be able to work 
effectively in teams, and that steps must be taken to help them 
develop the skills involved. In contrast, there is little discussion of 
teamwork among teachers, and we are aware of few actions aimed 
at providing them with specific training in this competency.

The seventh CIDUI conference included a seminar on the 
competencies of university professors that was coordinated by Dr 
Dolores Márquez of the Universitat Autònoma de Barcelona and 
featured three speakers. The seminar was related to the work of the 
Interuniversity Teacher Training Group (GIFD).

Given the traditional nature of curricula, which are organised 
like jigsaw puzzles in which each piece is a hermetic knowledge 
container, teachers rarely know what is in the adjoining contain-
er. Consequently, they have always focused on “their” subject and 
take little interest in the others, apart from attending occasional 
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meetings to ensure the sequential presentation of content and avoid 
unnecessary overlap. Generally speaking, teachers work alone, or 
at best in pairs, but paradoxically they ask their students to work 
in teams.

From pre-school on, children are encouraged to carry out tasks 
in teams, and this is a common way of working practically through-
out the pre-university period, but there was a time when universities 
asked students to work alone. It was only with the introduction of 
bachelor’s degree courses and the European Higher Education Area 
(EHEA) that the ability to work in teams was included in degree 
programmes as a generic competency that students had to demon-
strate. Since then, many teachers have worked to develop this com-
petency through activities and approaches that require students to 
work on tasks together. Cooperative work and learning based on 
problems, projects and cases are contributing to the recovery of 
teamwork skills, which are perceived positively by students.

However, though educators were obsessed for a time with de-
fining the cross-disciplinary competencies students should have, no 
attention was given to the competencies of the teachers responsible 
for overseeing the shift from a teaching to a learning paradigm. 
Nevertheless, in December 2011 a project in which Catalan public 
universities participated (previously referred to in this chapter) con-
cluded that teachers should have the following competencies: inter-
personal, methodological, communication, planning and manage-
ment of teaching activity, teamwork and innovation (Torra, 2011).

The elements of the “teamwork” competency were defined as 
follows:

1. Directing, managing and/or coordinating horizontal and/or 
vertical teaching teams.

2. Delegating and/or distributing tasks according to the compe-
tencies of individual team members.

3. Carrying out the tasks one has been assigned effectively to meet 
the objectives set by the team.
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4. Taking actions for the benefit of the team.
5. Facilitating the team’s adaptation to changing situations.
6. Monitoring tasks and activities carried out by the team and 

making any changes necessary to achieve its objectives.
7. Analysing the cost-benefit balance of work done by the team.

The postgraduate training course for UPC STEM teachers fo-
cuses on these points, and they are central to a specific course on 
teamwork. We will now very briefly describe the points partici-
pants work on in relation to teamwork.

In general terms, a work team is defined as a group of people 
organised in a specific way to achieve a common goal. This simple 
definition contains three key factors: a) there is a common goal; 
b) the members each have different qualities that they bring to the 
team (experience, training, personality, aptitudes, etc.) and that 
will have a significant impact on the results achieved; and c) the 
team must be organised in some way, which means there must 
be some kind of division of labour. Therefore, each team member 
performs certain tasks independently but is also responsible for the 
team’s overall results.

Though the terms are often used interchangeably, it is very im-
portant to distinguish between a group and a team. The simplest 
way to explain this point is to use a sports analogy. Eleven goal-
keepers are a group of footballers, but to make a team, one needs 
a goalkeeper, defenders, midfielders, forwards, and so on. And it 
is the work all these individuals do together that will bring them 
success, precisely because they are a team made up of players with 
different roles rather than a group of individuals with the same 
skills. Another key point is that the pay-off is for the team as a 
whole and equal for all its members: either they all win, or they 
all lose.

The importance of teamwork is reflected in the aims of the 
postgraduate course offered by the UPC’s Institute of Education 
Sciences. The goal is for participants to achieve a series of specific 
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competencies: to learn how to apply modern methods in technolo-
gy and engineering education, and to acquire methodological tools 
that allow them to implement a high-quality approach in their 
teaching. And one of the competencies the course focuses on is 
precisely the ability to work in teaching teams.

The results achieved by a work team depend mainly on three 
key factors: a) KNOWING refers to the different characteristics 
of the team members and certain characteristics of the team as a 
whole; b) BEING ABLE TO refers to the opportunities the team 
has to harness all of its resources to achieve its objectives; and c) 
WANTING refers to motivation and the compatibility of personal 
objectives and those of the team.

The first factor, knowledge, is an intrinsic aspect of any team of 
teachers: every teacher brings distinctive characteristics and value 
to the teams in which they participate. The second is also easy to 
achieve if the team has a way to gauge its potential and capabil-
ities, unattainable goals are not imposed, and there are no team 
members with hidden agendas (i.e. who are on the team for per-
sonal gain rather than to achieve a joint outcome). The third factor, 
wanting to be part of the team, depends on the participants’ level 
of motivation, which may be intrinsic (for those convinced of the 
desirability of being involved in the shared project) or extrinsic (for 
those who do not see what good will come of the team’s work).

Extrinsic motivation must often be overcome by offering argu-
ments: the work done by teams of teachers benefits students and 
serves to improve teaching. However, it is important to understand 
that some groups of teachers will have other priorities, in particu-
lar, research. In most cases, it is this activity that allows professors 
to gain promotion, whereas teaching can hinder their pursuit of 
this goal. Given the significance of this factor, we recommend that 
tasks undertaken by teams of teachers should be aimed at address-
ing situations where something is clearly not working as it should 
be. The team’s activity should also be of short duration and very 
focused; the likelihood of achieving its objectives should be high; 
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and participation in tasks should be limited to avoid disrupting the 
team members’ schedules.

The postgraduate course also covers topics related to team dy-
namics and ways of working, teamwork techniques, types of team 
members, team coordination, and conflicts that can arise between 
team members, which is a topic of particular significance. It is of-
ten said that every team has its own potential to generate conflict. 
Teachers often lack the interpersonal skills they expect their stu-
dents to demonstrate. Therefore, the course also focuses on various 
conflict scenarios and the most common techniques for identifying 
and resolving different types of conflict. For this part of the course, 
participants are recommended to read Por qué fallan los equipos: 
los problemas y como corregirlos, by Robbins and Finley (1998, the 
Spanish translation of Why Teams Don’t Work: What Goes Wrong 
and How to Make It Right), and El Trabajo en Equipo: Ventajas y 
Dificultades, by Jon R. Katzenbach (2000).

In the context of course activities, participants are asked to iden-
tify the personal traits that make them valuable team members and 
the traits (not necessarily their own) they think are important to 
facilitate teamwork. In successive editions of the course, the top 
traits identified by students always include being organised, proac-
tive, pragmatic and disciplined. The traits seen as most undesirable 
invariably include individualism, bossiness, being controlling, and 
passivity.

Participants are also asked to identify and make a proposal 
concerning something they can do in a short period of time (no 
more than one month) that requires the cooperation of their fellow 
teachers and is aimed at improving some organisational aspect of 
their teaching (in relation to notes, exercises, practicals, forms of 
assessment, etc.). After around a month, each individual reports to 
the group (all of the participants) on the result achieved through 
the work done with the team, how the team worked, how they 
dealt with the issue of leadership, whether there were things that 
did not work, whether there was anything that remained unfin-
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ished, and what initiatives they could take (together again) to form 
small stable groups for cooperation over the longer term. Compe-
tencies are demonstrated through action and can therefore only be 
assessed in the context of activities that require their application 
(Gairín, 2009, p. 17). We can only determine whether teachers 
have achieved the teamwork competency by asking them to work 
with a team to carry out a task.

The value of the course lies in the fact that it gives teachers a 
chance to frankly share and compare opinions and perspectives, 
describe situations and personality traits that facilitate or hinder 
teamwork, think about things they can do to improve their teach-
ing that require cooperation with others, and so on. However, 
while practically all participants belong to research groups and are 
used to working in teams, none of them report that they belong 
to stable teaching teams that share common objectives, distribute 
tasks according to each member’s specific skills (or the opportunity 
or time they have to perform them), and carry out tasks in a regular 
and sustained manner.

The conclusion is that while there are always research projects 
to work on in stable teams, there are very few opportunities for 
stable teamwork in the field of academic research, even if the goal is 
simply to do a better job of teaching, which, together with research 
and knowledge transfer, is the activity that gives our work mean-
ing. Participants in the postgraduate course have the opportunity 
to explore this competency, which is perhaps even more important 
for teachers than it is for students.

4. Tutoring

Mentoring, educational coaching, e-mentoring, tutoring, moni-
toring, guidance – these are some of the terms we use to refer to 
a broad range of actions intended to support university students 
over the course of their academic journey, at different points, in 
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different environments and settings, and with various objectives. 
There are many distinctions and variations in these processes, but 
they all have the same objective and they all focus on students.

There is a broad consensus on the importance of guidance at all 
stages of pre-university education. This type of support serves as 
a methodological strategy for addressing the diversity of students, 
meeting the needs of groups/classes, and dealing with families. 
But what happens when these students start university? Zabalza 
(2006) sees mentoring as a way to support new students, who are 
not yet fully mature and lack sufficient autonomy to integrate into 
university life without help.

In the recent history of our educational system, the General 
Law on Education (1970) makes some explicit references to guid-
ance processes. Specifically, Article 37(3) states as follows:

A tutoring system must be established so that each teacher-tutor deals 
with a small group of students with the aim of discussing matters 
related to their studies, helping them overcome any difficulties in the 
learning process, and recommending readings, experiences and work 
opportunities as the teacher-tutor deems necessary. In this activity, 
students in higher grades will be encouraged to actively participate 
as assistant tutors. (General Law on Education, Art.37[3])

As a result of these directives, many universities implemented 
tutorial plans which stipulated that each student would have an 
assigned tutor. The reality was that each teacher had a number 
of assigned students to whom he or she was supposed to provide 
guidance over the course of their studies, but teachers had neither 
the tools, nor the training, nor the knowledge to perform this task. 
In 2005, on the instructions of the UPC’s Vice-Rector for Teach-
ing and University Extension, an analysis of each UPC school’s 
tutorial plan was conducted to clarify what was being done in 
this area. The results indicated that although all the schools had 
tutorial plans, they were not working, either because students had 
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little interest in taking part as they could not see the value of tu-
torials, or because teachers had received no training as tutors and 
did not regard this role as an important one. It was found that 
if some approaches worked, it was thanks to the involvement of 
motivated teachers who were committed to the tutorial process. 
These instructors recognised the utility of tutoring and understood 
its positive effects on students. Based on the results of the analysis, 
a series of training actions were proposed. Some were aimed at 
the management teams responsible for designing and dynamising 
tutorial plans; others at teacher-tutors, who needed to be trained 
in the use of tools and instruments that would help them act as 
effective tutors (i.e. what tutoring entails, dynamics, individual 
and group tutoring strategies, how to give effective support, what 
tools to provide to students, how to respond to unexpected devel-
opments, etc.).

Later, as a result of Spain joining the EHEA, university struc-
tures began to change in a way that facilitated support actions 
aimed at helping students achieve optimal academic results. Au-
thors such as Michavila and García (2003) and Cano (2008) see 
tutoring as a broad, comprehensive form of training for students.

A requirement that applies to validation reports for bachelor’s 
and master’s degrees reinforces the need to implement tutorial 
plans. Specifically, Standard 3 of the section “Actions to provide 
support and guidance to students” provides that:

In addition, the adequacy of the actions described (tutorial and aca-
demic guidance, preparatory courses) shall be assessed in relation to 
the characteristics of new students, entry routes and requirements, 
and any bridging courses, with the aim of ensuring that study pro-
grammes are successfully completed within the prescribed time. 
(Section: “Actions to provide support and guidance to students”)

Processes for validating, accrediting and monitoring degree pro-
grammes reaffirm the need to provide high-quality attention to 
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students on an ongoing basis. Consequently, another step forward 
has been taken: universities are now more transparent towards so-
ciety and must make public the systems they offer new students 
to ensure that they are properly monitored early in their academic 
career and throughout their studies. These systems are assessed by 
students themselves and by external assessment committees, whose 
role is to ensure that universities follow through on the commit-
ments they undertake.

Figure 4 (below) presents a conceptual map of the current sys-
tem of university tutoring. We will discuss the specific components 
in detail in the following sections.

4.1. Tutoring, mentoring and educational coaching

Though often used interchangeably, the terms mentoring and tutor-
ing have slightly different meanings. Mentoring is the relationship 
between a new student and a teacher (or senior student) who plays 
the role of expert. In addition to focusing on academic issues, this 
relationship has a personal dimension. A mentor provides compre-
hensive guidance that addresses both academic and personal issues 
of concern to the mentee. Tutoring, in contrast, focuses specifical-
ly on the teacher-student relationship. Progressive education and 
guidance on personal, social and professional issues, study meth-
ods, curriculum pathways, and mobility are some of the matters 
dealt with by tutors. Finally, educational coaching aims to improve 
performance, generally by focusing on one skill and a specific task. 
The coach’s role is to lead the student to learning. As for the time 
frame, mentoring and tutoring involve a long-term relationship 
and impact (over a full academic year), whereas educational coach-
ing has a more short-term effect.
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4.2 Tutor, mentor, coach

We can distinguish three roles according to the type of support 
provided to students: teachers who perform tutoring duties, subject 
experts who advise students and answer their questions, and senior 
students who provide comprehensive support to first-year students.

Peer tutoring is a practice that reflects the influence of the uni-
versity model of English-speaking countries. It is an approach with 
great potential because it involves a closer relationship between 
the tutor and the tutee (generational proximity, shared interests, 
etc.). In this case, senior university students who have been highly 
immersed in university activities act as tutors or mentors for new 
students. Some examples of this approach were discussed by José 
Luis Menéndez Varela in a paper he presented at the 2012 CIDUI 
conference, which focused on a project involving new students 
in the University of Barcelona’s Faculty of Fine Arts, analysing 
their level of satisfaction with a peer-tutoring system. The results 
obtained were very positive.

Peer tutoring is also used in initial training of university pro-
fessors. In this case, expert teachers support, guide and train 
those who are new to the profession. The experts draw on all their 
knowledge and experience to help those just starting out work on 
competencies they have not acquired in their previous training. It 
is important to bear in mind that university professors in Spain, 
unlike those who wish to teach at other levels, are not required 
to have undergone teacher training. Initial training programmes 
seek to fill this gap by having experienced teachers work with new 
teachers. In sessions that involve mentoring and the provision of 
advice and support, the former help the latter deal with unfamiliar 
classroom situations.
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4.3 Functions

Despite the distinctions made between various forms of support, 
we will focus on tutoring as a generic model to classify the various 
functions this kind of activity involves. In a guide entitled Guía 
para la labor tutorial en la Universidad en el Espacio Europeo de 
Educación Superior, various authors, including Prof García Nie-
to and his team, identified the functions tutors perform. Other 
authors whose work we have considered are Solá and Moreno 
(2005), Lobato (2003) and Zabalza (2003). The functions of tu-
tors can be classified as personal, academic or career-related (see 
Table 1).

Table 1. Generic functions of university professors in a support role

Personal Academic Professional

 • Ensures the student’s 
proper integration into the 
university. 

 • Orients the student with 
respect to specific univer-
sity processes and his/her 
educational pathway.

 • If a tutor identifies a non-ac-
ademic problem that falls 
outside his/her remit, the 
student may be referred to 
other specific services.

 • Advises and guides the 
student with respect to 
subject-related content.

 • The teacher has a specific 
time slot in his/her schedule 
for this work.

 • Provides information on the 
reality of the business world.

 • Orients the student concern-
ing degree-related career 
opportunities.

 • Provides information on 
options for further study 
(master’s and postgraduate 
courses). 

Source: Prepared by the authors.

4.4 Tutoring according to stage of study

In the support process (whether tutoring, mentoring or educational 
coaching), another factor that shapes practice and the relationship 
between those involved is the stage of study. In the case of first-
year students, in a paper presented at the 2014 CIDUI conference, 
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Pedro R. Álvarez and David López of the University of La Laguna 
highlighted the importance of tutoring to help integrate new stu-
dents making the transition from secondary school to university. 
Their paper presents a peer-tutoring system in which senior stu-
dents help smooth the transition to university study of those just 
starting out. At this point, one of the objectives of tutoring is to 
facilitate the integration of new students into the university context 
and help them avoid failing subjects in the critical first year. The 
environment, the relationship with teachers, the relationship with 
new classmates, facilities and study methods are all elements that 
first-year students need to get to grips with if they are to adapt to 
university life within a reasonable time. Getting help from a stu-
dent who has gone through the same transition relatively recently 
facilitates this process, and the results of the scheme mentioned 
above confirm this positive impact. 

Successful peer-tutoring schemes include the Enginycat pro-
gramme (an initiative of the Catalan Ministry of Innovation, Uni-
versities and Enterprise). Although the project encompassed various 
actions, such as encouraging students to pursue technology careers, 
our main concern here is the action that involved senior students 
providing support sessions for first-year students. At the 2012 
CIDIU conference, Verónica Moreno and Vanesa Hernández-Leo 
presented a very satisfactory project that they carried out at the 
Polytechnic School of Pompeu Fabra University. Their approach 
entails comprehensive training of new students that includes both 
personal motivation strategies and “academic-educational tasks”. 
In the case of guidance provided throughout a student’s studies, 
mentoring to provide academic support can be combined with 
personal support for students who have reached a certain level of 
maturity and whose identities are fully formed.

Towards the end of their university degree, students have a 
greater need for training and information on the labour market. 
University career guidance systems (job fairs, training and job 
search techniques, etc.) come into play in the final years of study 
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and also address the needs of graduates. Such systems are staffed 
by professional career advisors who complement the work done by 
teachers.

4.5 Tutoring according to context

We would like to highlight the following contexts:

a) Within the framework of the curriculum. This may be the most 
well-developed tutoring system at our universities. It is particu-
larly important in the first years of study as a means of address-
ing the needs of new students.

b) In work placements. In this situation, a student’s learning con-
text changes. Instead of working in a classroom, workshop or 
university laboratory, students find themselves in a real-world 
learning environment. The student interacts with a company 
tutor, who is their contact person in this new context. It is im-
portant for the company tutor and the academic tutor to have 
a shared work plan.

c) Tutoring related to bachelor’s and master’s theses. At this point, 
students are tackling the final stage of their studies. It is crucial 
for them to receive advice and assistance from a professor who 
is an expert in the subject matter, but they also need personal 
support.

d) Tutoring for visiting students. Visiting students complete part of 
their training in our country. They are usually assigned a uni-
versity tutor, or this role is performed by a classmate. Students 
who act as tutors can earn credits and have the opportunity to 
improve their English. Depending on their university of origin, 
these students are generally very familiar with the system used 
for work placements and regularly draw on the support offered.
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4.6 Mode of delivery

The mode of delivery for university studies – face-to-face or e-learn-
ing – affects the type of tutorial used. Face-to-face learning can 
combine face-to-face tutorial actions (for individuals and groups) 
and distance approaches. On the other hand, tutoring in e-learning 
facilitates personal interaction over an extended period. The e-tutor 
is the student’s link to the institution.

The EHEA puts students at the centre of T-L processes. Instead 
of being passive subjects, they are active participants. Tutoring is 
therefore an individual process that fits in with new university 
teaching models. Studies, results for schemes that have been im-
plemented, and research on this subject confirm the importance of 
tutoring in the current university framework, where it contributes 
to ensuring excellence and quality.

5. The future of university teaching culture

The figure of the wise professor as a transmitter of knowledge, but 
one who is stand-offish and individualistic, no longer has a place 
in the changing university of the 21st century. Rapid changes in 
society, particularly due to the disruptive emergence of information 
and communication technologies, require university professors to 
rethink their role. What direction is university teaching culture 
moving in? Are universities really in danger of extinction, as some 
have claimed, or can training programmes play a key role in trans-
forming them?

How can we achieve excellence in teaching and research with-
out getting lost on the beaten track of indicators and ending up in 
a situation where we are engineering assessment processes? In our 
pursuit of excellence, the first priority should be to help students 
learn more effectively and improve their academic performance. 
Another goal is for the time and effort that university professors 
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invest in improving their teaching skills to have a positive impact 
on their professional development and on their CVs. Furthermore, 
it must be possible to assess and recognise this improvement, not 
only through traditional teacher surveys completed by students, 
but also through the recognition of the qualifications awarded and 
through publications that meet generally accepted standards of 
academic quality.

In the foreword to a report entitled UNESCO and Education 
(2011), Qian Tang, the organisation’s Assistant Director-General 
for Education, wrote: “A quality education throughout life is the 
birthright of every woman, man and child.” This societal demand 
has reached higher education and is here to stay. And quality ed-
ucation cannot be achieved without a firm commitment on the 
part of the entire university community to make in-service teacher 
training a priority.
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5. FLEXIBLE EDUCATIONAL MODELS: A 
RESPONSE TO CURRENT NEEDS

 — Óscar Flores, Isabel del Arco, Patricia Silva 
Universitat de Lleida

1. Introduction

Those of us dedicated to teaching usually employ a variety of di-
dactic devices to create learning environments that are both at-
tractive and useful. Experience shows us that the effectiveness and 
relevance of these devices is highly influenced by the nature of 
the content that needs to be developed. Whatever the nature of 
it might be, we think we know how to choose the case study, the 
problem-based learning or the documentary analysis, among oth-
ers, to guide the learning of certain facts, concepts or procedures. 
However, we also know that this choice needs to be more precise 
if, in addition to considering the content, we aim to ensure that 
our students not only know it, but also understand, analyse and 
use it. In other words, when we think about what objectives we 
want to prioritise in our classes, the choice needs to be all the more 
ingenious and relevant if, in addition, it is a matter of organising 
classroom practicals guided by the main purpose of developing 
competencies that are directly linked to the students’ professional 
practice.

In flexible educational models, the limelight has shifted towards 
students, while the role of the teacher has become much more 
about coordinating, moderating and facilitating work inside and 
outside the classroom. All this has led to the time and space of 
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day-to-day work being organised differently (Hamdan, McKnight, 
McKnight, & Arfstrom, 2013). Changing the learning environ-
ment, using online learning resources (Cabero, 2010), fostering 
collaborative work and strengthening communication are some of 
the aspects that we consider fundamental because several areas of 
study converge in these models:

a) the now classic way of organising content (Chevallard, 1991), 
e.g., virtual activity (Cabero & Gisbert, 2005; Cabero & 
Román, 2006);

b) processes of reflective practice shared by students and teachers 
(Perrenoud, 2001);

c) the analysis of student satisfaction with online educational pro-
grammes (Noé, 2003; Duart, Gil, Pujol, & Castaño, 2008);

d) the assessment of learning (de Miguel, 2002) and of didactic 
materials in virtual environments (Quintana, 2004).

Consequently, if universities seek to become organisations 
that learn, through management strategies of distance learning 
or service-learning (the combination of learning objectives with 
community-based service), then their members should be expected 
to generate knowledge and to continually learn and share their 
experiences in academic spaces. These goals are transformed into 
aspirations when the complexity and intensity of the tasks per-
formed by university teachers demand new answers that are both 
coordinated and effective.

2. Flexible models for organising education

Nowadays, talking about flexible models necessarily refers us to 
online learning (blended or non-face-to-face), an instructional 
strategy that has grown in recent years in the educational sphere 
in general and in the university sphere in particular, for both reg-
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ulated and non-regulated teaching. Massive open online courses 
(MOOCs) are examples of the latter.

2.1. Online learning (blended and non-face-to-face)

Although nowadays it seems that distance education is closely 
linked to information and communication technologies (ICTs), it 
is important to recall that the concept of distance education is nei-
ther new nor bound up with technologies. This type of education 
was offered long before the advent of ICTs. Some authors like Ruiz 
Corbella (2004) have traced the origin of distance education back 
to the mid-19th century, when structured education programmes 
were offered to individuals without the need for them to attend 
face-to-face classes.

So, even though we might now find it surprising, we should not 
forget that ICTs are not essential to be able to speak of this type of 
education. Indeed, as noted by García Aretio (2006), regardless of 
whether ICTs are used or not, the different modalities or denomi-
nations of distance education have, to a lesser or greater extent, the 
following features in common:

• a separation in time and space between the teacher/instructor 
and the pupil/student/participant (unless a synchronous inter-
action occurs between these two agents);

• control, by the student, over elements such as time, space, learn-
ing pace, pathways and activities;

• communication between the instructor and the student through 
different resources;

• support provided by an organisation/institution that plans, or-
ganises, manages, monitors, and produces teaching materials.

Thus, we would agree with García Aretio on the fact that, even 
though distance education is today associated with the use of ICTs, 
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such technologies are not essential for developing a non-face-to-
face educational process. Therefore, we could say that distance ed-
ucation is a broad concept, whereas distance education using ICTs 
(or online learning) is simply one option thereof.

From our point of view, the terms virtual education, virtual 
learning, online learning, tele-education, networked learning and 
e-learning can be considered synonymous with a way of under-
standing education and learning in which there are two elements 
that come together: a distance between the instructor and the stu-
dents, and the use of ICTs as a mediator between them.

Having made this brief conceptual clarification, it is evident 
that online learning, be it blended or non-face-to-face, is now a 
reality that we believe will continue to grow. The possibilities of 
making the concepts of space and time within an educational pro-
cess more flexible have expanded beyond what was imaginable just 
a few years ago, and this means that education can have a much 
greater variety of modalities than it did in the past:

As online education has gradually become a reality, new disciplines 
have been incorporated into it in order to interpret these educational 
processes, in particular those in which technology plays a fundamen-
tal role and has enabled education to present different modalities. 
(Vinuesa & Fernández Martín, 2016: 957)

The Internet is not only an unlimited source of resources (texts, 
graphics and audiovisuals) and learning objects (UPV/ICE, S/F), 
but also an ever more efficient and reliable system for sharing, 
interacting and communicating with others, and its growth has 
facilitated increased numbers of non-face-to-face educational ses-
sions (Fernández, Carballo, Yera, & Gómez, 2014).

However, this situation, i.e., all the possibilities that technology 
offers us, must focus on a premise that the person in charge of 
the educational process should always take into account: in online 
learning situations, we cannot reproduce the face-to-face model. 
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Things need to be done differently because the model and the 
context are different:

The approach we have seen is that these types of classrooms should 
allow materials to be distributed online. At the same time, these and 
other materials should be made available to students in standard 
formats so that they can print, edit or save them. We have also seen 
that the content of a virtual class should be specially designed for that 
purpose, and that the authors should adapt the content to a medium 
in which different possibilities of multimedia interaction can be com-
bined, and in which a linear reading is not the norm. (Fernández, 
Carballo, Yera, & Gómez, 2014: 11)

We find ourselves in a changing context, and universities will 
need to adapt to it in order to overcome certain values and forms 
of the past. Indeed, they will need to promote a kind of learning 
that is not only increasingly relevant, but also provides the learners 
with added value.

[…] today’s universities should not be institutions anchored in val-
ues and forms of the past. Instead, they should meet current needs 
in a new social and technological context that has the Internet as 
its “natural space”. (Córdova-Hernández, Muñoz-Cano, & Priego 
Álvarez, 2010: 92)

This new social and technological context therefore requires the 
use of teaching methodologies adapted to such needs and to the 
demands of the students themselves. In this context, ICTs serve as 
a transformative agent to change pedagogical models, to place the 
student at the centre of the process (with activities that involve mo-
bilising different learning strategies), to incorporate active method-
ologies and to make the most of the possibilities of interconnection 
that ICTs offer us (Silva, 2017). In short, it is a matter of taking 
advantage of all the positives that technologies can bring to the 
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teaching-learning processes (face-to-face, blended and non-face-
to-face) by developing strategies that are motivating, encouraging 
and cooperative, and by enabling learners to find meaning in what 
they do in the classrooms (e.g., seeing that the content covered is 
applicable to their work).

Furthermore, it is important to highlight the fundamental role 
played by the communication tools used in online learning. Be it 
through institutional platforms such as the virtual campuses that 
universities themselves have, or through the use of external tools 
that a lecturer considers appropriate, it is very important to be sen-
sitive to the concerns and insecurities that learners may have when 
faced with a request that may be made when there is no physical 
space in which learning experiences are shared: 

[…] communication tools are key elements because they provide the 
human face of virtual learning. Besides asynchronous media (e.g., 
e-mail and forums), synchronous resources such as text chats and vid-
eoconferencing have shown themselves to be useful for strengthening 
the impact of e-learning proposals because they reduce the sensation 
of students “being left to their own devices” and improve commit-
ment to the project. (Gutiérrez Priego & García Peralta, 2016: 80)

In summary, we can assert that online learning is continuously 
evolving, and it is more than likely that no-one knows where this 
modality of education will lead us. What is clear is that this is a 
time of flexible learning (with the protagonism of the Internet, 
the prevalence of virtual campus use, and the possibilities of fast, 
easy interaction among and between teaching staff and students). 
But there is still a long way to go and much to learn. To conclude 
this section, we will make a brief reference to what we consider 
the latest trend or current evolution in online teaching, that of 
MOOCs, a completely new format on which universities are plac-
ing considerable bets.
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2.2 MOOCs

As already mentioned, the most significant evolution in online 
learning is probably the advent of MOOCs. Although we cannot 
decisively say when a course is or is not a MOOC, there is a series 
of typical characteristics required for a course to be considered as 
such (Luján, 2013):

• Massive: it must allow access to a large number of students, 
more than a face-to-face class or a traditional online course. In 
addition, the course must be prepared to accept changes in the 
number of students, e.g., from 1,000 to 100,000, without it 
causing any significant operational problems.

• Open: this has different meanings in a MOOC. On the one 
hand, the course should not demand any prerequisites, such as 
the need for students to hold a prior qualification. On the other 
hand, there must be open access to resources (videos, audio re-
cordings, animations, images, texts, etc.), while other elements 
may come at a price, such as getting a certificate or having 
activities corrected. The term open can also be interpreted (al-
though generally it is not) in the sense that, because of the way a 
MOOC is implemented, a closed learning platform is not used. 
Instead, the resources are hosted in different places, such as 
blogs, wikis or multimedia repositories. Another interpretation 
of open is that the course permits widespread use of its content, 
and of the content generated while it is being executed. In real-
ity, however, the companies supplying MOOCs have very little 
interest in sharing their content.

• Online: a course done via the Internet, which does not require 
classroom attendance. This is a key characteristic because an-
yone anywhere in the world should be able to take part in it.

• Course: it must have certain learning objectives that students 
need to achieve within a defined timeframe (i.e., it must have a 
start date and an end date). In addition, the course must con-
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tain certain activities or exams to assess the knowledge gained 
by the students on it. Finally, it must include certain types of 
interaction among and between students and teaching staff 
(student-student and student-teaching staff).

According to several different sources, the first MOOC was 
“Connectivism and Connective Knowledge” organised by George 
Siemens and Stephen Downes from the University of Manitoba, 
Canada, in August 2008. Approximately 2,300 students were en-
rolled on that 12-week course (Luján, 2012).

Currently, the main MOOC organising companies are:

• Coursera: <https://www.coursera.org>
• MiríadaX: <https://miriadax.net>
• EdX: <https://www.edx.org>
• Canvas: <https://www.canvas.net>

There are MOOC search engines too, such as:

• Open Education Europa: <https://www.openeducationeuropa.
eu>

• Top Free Classes: <http://www.topfreeclasses.com>
• Class Central: <https://www.class-central.com>

From the perspective of greater innovation and teaching, we 
consider that what MOOCs bring to the table (besides the fact 
they are an ever-evolving trend in online learning and the appli-
cations thereof) is that they make us aware of the different ways 
currently at our society’s disposal to access all sorts of information 
in different formats, thereby enabling a kind of self-learning that 
was unthinkable just a few years ago. The key element, however, is 
how to ensure the transformation of such information into knowl-
edge, a process that often requires a teacher figure to make it easier 
and more accessible for the learners.

https://www.coursera.org/
https://miriadax.net/home
https://www.edx.org/
https://www.canvas.net/
https://www.openeducationeuropa.eu/
https://www.openeducationeuropa.eu/
http://www.topfreeclasses.com/
https://www.class-central.com/
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Taking part in a MOOC compels a teacher to re-think many 
things about his or her professional dynamics, to realise that things 
can be done differently and to value the importance of program-
ming an educational process that is perfectly planned and struc-
tured for students worldwide:

This team’s participation in the mentioned MOOCs has been very 
positive and has enabled us to get an insight into the need to plan the 
participants’ learning processes while providing a time sequence of 
content compatible with the relative freedom of access to the different 
modules. (Vieta et al., 2014: 7)

It has also offered a unique experience to interact with teaching 
staff and universities worldwide:

Being a Coursera partner has a third added value, which is the pos-
sibility of interacting with teachers and universities worldwide on 
the issue of university teaching through the Coursera Community 
and the partners’ annual conferences. (Valderrama Martínez et al., 
2014: 15)

This teaching role, which is more about being a learning mo-
tivator and facilitator than a transmitter, very often entails the 
responsibility not only of trying to ensure that students acquire 
certain pieces of knowledge, but also of establishing mechanisms 
to motivate them and to prevent them from dropping out – some-
thing that happens with considerable frequency on MOOCs.

The acquisition of basic competencies and skills that these new 
instructional strategies require will be a key element, not only for 
accessing a MOOC, but also for the characteristics of the infor-
mation society in which we live:

They are skills connected with personal autonomy, with the capaci-
ty to self-regulate and self-manage learning processes, and with the 
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mastery of computing devices and media, as well as new languages. It 
is essential for individuals to be trained to have prior competencies to 
ensure that access to such courses is not only massive, but also plural 
and diverse. (Fernández-Ferrer, 2017: 455)

In short, the possibilities that technological tools can give us 
in order to implement educational processes are ever greater, and 
these will grow as the tools improve and become easier to use. 
Notwithstanding, we should not forget that the key to the success 
of the process is not the ICT tools we use, but rather the didactic 
planning and the methodological strategies we offer the students 
in order to guarantee true learning experiences.

3. Emerging educational programmes

Higher Education plays a priority role in terms of fostering eco-
nomic development, competitiveness and social growth.

The creation, dissemination and incorporation of knowledge 
into productive processes to increase productivity and innovative 
capacity is key to the promotion of competitiveness in a global 
knowledge-based economy. Consequently, improving people’s ed-
ucation fosters growth and progress.

However, a considerable misalignment between the demand 
of the productive sector and the supply of the education system 
means that these Higher Education systems are not adequately 
meeting the needs of the economy. Generally speaking, the High-
er Education system should help to meet the aim of promoting 
competitiveness and inserting the economy into the global world 
of knowledge. Thus, various educational models to effectively meet 
society’s demands are currently being considered. These new edu-
cational scenarios are characterised by the need to respond to the 
following principles:
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• The professional profile acquires a position of considerable 
prominence in university student’s education. There is talk of 
competency-based education, which involves carrying out ac-
tivities focusing on solving problems linked to a specific pro-
fessional profile, on getting results and on creating and con-
solidating the knowledge that students are taught. The focus 
of competency-based education has meant a significant step 
forward in terms of placing emphasis on an individual’s compe-
tencies as a whole, and of being able to reconstruct the content 
of what the individual has learnt from the perspective of an 
approach that is more productive, less academic and more ori-
entated towards socio-professional issues (Navío, 2008; Zabala 
& Arnau, 2007).

• An education targeted at competencies, which also foresees 
a theoretical and academic discourse. A university education 
cannot be reduced to an exclusively practical education. It is 
important to incorporate experience and practice into the same 
process, building a solid base of education, articulating edu-
cation and experience, and at no time replacing one with the 
other. However, it is possible to assert that there needs to be a 
shift in emphasis away from descriptive content and knowledge 
to processes of strategic knowledge.

• Versatility and flexibility will therefore be constant features of 
new pedagogical approaches to university education.

• The change in the centre of attention in the teaching-learning 
process: from centring attention on teaching (the teacher) to 
centring it on learning (the student). In other words, education-
al processes should seek student learning, learning to learn, as a 
crucial, prior step to enabling continuous learning. Within the 
context of current times, learning needs to be sustained for life 
in order to develop as a person and to adapt to constant soci-
etal changes. For Parcerisa (2008), this change in focus, which 
places greater importance on student learning than on teaching 
in its own right, has the following implications:
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 – Students need to construct their own learning through effort 
and active involvement in the learning process itself.

 – Teaching needs to be aimed at facilitating learning; in this 
sense, it is a means rather than an end in itself (Bricall, 2000).

• If student learning is the starting point, then learning spaces 
will need to become more diverse. This means that the class-
room is a space where students can learn, though it is not the 
only one. The professional context, the very institution and the 
network are contexts that must be taken into account.

• The virtual environment becomes a place where learning should 
flow by actively involving students and teaching staff alike. Face-
to-face, blended and virtual teaching will need to be planned.

• The use of virtual environments transforms the time variable 
and the educational processes, which can take place at differ-
ent times and have different durations to those in traditional 
classrooms.

• Peer-to-peer collaboration, either face-to-face or at a distance, 
also transforms the structure and the very concept of teaching, of 
knowledge and of work (Cantó, 2000: 455). Teaching models un-
derpinned by the possibilities of the network emerge. Intercon-
nection among institutions, teaching teams and support teams, 
and between teachers and professionals from the world of work is 
important. Democratic, horizontal and cooperative interactions 
are created, as is joint responsibility in educational processes.

• Concern about improving quality, which, in reality, is very 
much related to globalisation and the likelihood of successfully 
coping with general and educational competitiveness.

All these elements are having an impact on the gradual emer-
gence of new educational models in Higher Education so that it 
can adapt to the changing conditions brought about by globalisa-
tion and the digital revolution. These new models are the response 
to decisions taken to modernise Higher Education in an area of 
quality shared by the international academic community.
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In recent years, Catalan universities in particular, and Spanish 
ones in general, have implemented different educational models. 
The advent of the European Higher Education Area (EHEA) rep-
resented a challenge for curriculum organisation and innovative 
proposal design, which, by modernising universities, would meet 
the demands of the changing and global knowledge society. Let’s 
take a look at some emerging educational programmes in these 
new scenarios.

3.1 Dual education

This modality of education has a long history in vocational train-
ing, but it has gradually expanded into continuing education, into 
different educational levels and, in recent years, into university 
studies, mostly in the field of engineering, though also in the field 
of teacher training.

Dual education is based on the student’s acquisition of com-
petencies from being involved in actions in the professional world 
and experience within the work setting itself. This link between the 
academic world and the professional world enables:

• theoretical knowledge gained in the university classroom to be 
applied to a real context to give such knowledge meaning;

• at the same time, real-life practical issues from the profession-
al world to be brought into the university classroom so that 
theoretical content can explain and provide answers to what is 
happening. The two-way flow between both worlds needs to 
be real;

• knowledge to be gained in a real context, in which such knowl-
edge is functional and linked to the professional development of 
university studies. It also enables complex situations requiring 
globalised strategies and approaches to be addressed. Such sit-
uations seek the integration of acquired knowledge rather than 
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the disciplinary compartmentalisation of it that occurs in the 
academic world;

• awareness, from the initial university education itself, of the 
conditions in which the work linked to the higher studies is 
done. All this allows for attitudes and behaviours to be adjusted, 
and skills to be developed in order to ensure true inclusion in 
the professional world. 

Dual education goes beyond the curricular placements in firms 
that are traditionally foreseen in university curricula. It is an origi-
nal and innovative device that diverges from the conception of the 
teaching-learning process as something inseparable from the con-
text in which such interaction occurs. It aims to achieve integration 
between learning in a professional domain and the more theoreti-
cal and practical learning in an academic institution, always with 
the two-way flow and joint educational responsibility between the 
professional and academic contexts.

Students learn from experience between the socio-professional 
setting and the classroom. This encourages a continuity of edu-
cation in a discontinuity of space and time (Tejada, 2012: 32). 
Experiences of developing this model in Spanish universities are 
now becoming significant. Coiduras et al. (2015, 2017) and Araya 
(2008) have presented this model as a basic alternative to compe-
tency training and to the full development of the individual:

[…] the education-work relationship as a principle of dual education 
is underpinned by a humanist and technological-Tylerian curricular 
conception based on philosophical, epistemological, psychopeda-
gogical and socioeconomic perspectives for establishing a curricular 
design that refers to aspects particular to the teaching and learning 
process and to the notion of a series of pieces of knowledge, as well as 
skills and attitudes, with a lifelong education orientation… (Araya, 
2008: 47)
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Dual education considers various types of knowledge, each of which 
is reflected in certain purposes, perspectives, experiences, values and 
interests. (Araya, 2008: 55)

3.2 Double degrees

It has been argued that graduates should have an education and 
professional skills that are more diverse and flexible, and efforts 
have increased in recent years to ensure that they do. That im-
plies adopting new educational programme proposals with a more 
cross-disciplinary curriculum that makes the development of com-
petencies that can be adapted to changing working contexts more 
effective.

The need for the internationalisation of Higher Education to 
address mobility processes and the demands of this globalised, 
interconnected world is another of the reasons for taking a fresh 
approach to educational programmes.

Double degrees have been a clear response to these demands. 
A double degree is understood as a modality of education that 
enables a student to simultaneously take two bachelor’s degrees or 
two master’s degrees at the same university or different universities 
to obtain the qualification corresponding to the respective two 
degrees (bachelor’s or master’s) or to the different degrees of the 
participating universities.

We can therefore distinguish the following:

• Double bachelor’s degree: generally, bachelor’s degrees have 
been developed to allow two degrees to be taken simultaneous-
ly at the same university and to obtain the qualification corre-
sponding to the two respective bachelor’s degrees in a period 
that usually ranges from five to six years. These double degrees 
are mostly combinations of complementary degrees from a pro-
fessional viewpoint, such as Business Administration and Man-
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agement + Law, Pharmacy + Human Nutrition and Dietetics, 
Pre-school Education + Primary Education or Physical Activity, 
and Sports Sciences + Primary Education, as well as language 
studies combinations and other less obvious ones such as Phi-
losophy + Economics.

Few places are offered on most of these degrees, and the 
minimum entry qualification requirements (if there are any) 
are usually high. Pre-school Education + Primary Education 
studies, for example, which emerged in the 2013/2014 academ-
ic year (University of Barcelona [UB], Autonomous University 
of Barcelona [UAB], University of Girona [UdG], University 
of Lleida [UdL], Rovira i Virgili University [URV], University 
of Vic-Central University of Catalonia [UVic-UCC], Ramon 
Llull University [URL] and the International University of Cat-
alonia [UIC] offered them), have become the most demanding 
double degrees in terms of grades in the area of Teaching.

• International double degrees that make it possible to obtain 
a bachelor’s degree or a master’s degree from each of the two 
universities (through an agreement of cooperation between a 
national university and an international university). The educa-
tional programme is agreed at the start by the two universities, 
and is based on a high level of similarity between the content 
and competencies set out in both universities’ curricula. Aca-
demic mobility is a requirement of double degrees, and such 
proposals are intended to strengthen international projection 
and to take advantage of the opportunities that internationali-
sation can offer to educate students, improve their job prospects 
and attract international talent.

Establishing a double degree, be it national or international, has 
advantages for students because they follow a specific curricular 
itinerary that, by avoiding content duplication and applying the 
relevant recognitions, helps them obtain two university degrees 
that qualify them for a broader range of jobs.



1115. flexible educational models  ❚

3.3 Inter-university projects

In recent years, another constant in the university world has been 
inter- and intra-university cooperation on different research and 
teaching projects.

Exchanges and communication among and between universi-
ties have become more and more fluid and are now a strategic line 
pursued not only by Higher Education institutions themselves, but 
also by national and supranational authorities.

The main objectives are to foster the construction of knowledge, 
to share experiences, to influence global progress and development, 
and even to have an impact on national and regional policies for 
educating the population. 

On matters of education, the Bologna Declaration pressed for 
cross-disciplinary teamwork and sought inter-university coopera-
tion on the development of educational programmes that would 
have recognition to facilitate the mobility and exchange of teach-
ing staff, of students and, subsequently, of workers. Teachers have 
made considerable efforts in this regard, and the inter-university 
projects presented at the International Conference of University 
Teaching and Innovation (CIDUI, as abbreviated in Catalan) in 
recent years are evidence that helps to understand the progress 
made on improving the quality of Higher Education.

3.4 Service-learning

Service-learning is a teaching-learning approach that that combines 
community-based service with academic study to enrich learning, 
to teach civic responsibility and to strengthen the community. In 
short, it aims to involve individuals in activities that combine com-
munity-based service with academic learning (NSLC: National 
Service Learning Clearinghouse, 2008; Furco, 2002).

The term service-learning in the field of education began to be 
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used in the second half of the 20th century. It then spread across 
the globe – albeit nuanced by the variety of cultural contexts – 
and it became consolidated as a pedagogical proposal with its own 
identity.

An educational proposal that combines processes of learning and of 
community-based service into a single, well-articulated project in 
which the participants learn to work on the local environment’s real 
needs with the goal of making that environment better. (Puig, Batlle, 
Bosch, & Pals, 2007: 20)

In service-learning, knowledge is used to improve a certain aspect 
of the community, and service becomes a learning experience that 
provides knowledge and values. Learning and service are linked by a 
circular relationship in which both are benefited: learning acquires a 
civic meaning and service becomes a workshop for values and knowl-
edge. (Puig, 2009: 9)

Service and learning do not operate in parallel to each other. 
In service-learning, they are linked when students analyse the real 
needs of the context in order to actively look for improvements 
by applying the theoretical knowledge of academia. Thus, ser-
vice-learning seeks to ensure that:

• learning is based on exploration, action and reflection by ap-
plying acquired knowledge, which is significant and functional 
for the learner;

• values education takes centre stage. The students’ direct experi-
ence and active protagonism becomes a driver for challenging 
the theoretical learning acquired, so that they can apply it to 
real life;

• civic responsibility is created and competencies of active, re-
sponsible, cooperative and supportive involvement are devel-
oped for a better society;
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• there is explicit, systematic and intentional planning of the dif-
ferent curricular disciplines linking them to real situations in 
which interventions are carried out;

• reflective practice is the working technique par excellence in 
terms of generating critical thinking;

• Higher Education is projected in the local environment;
• it is based on reflective practice, interdisciplinarity, teamwork 

and participation;
• critical thinking becomes consolidated and helps to improve the 

social environment.

Billing-Weah (2008) summarises service-learning standards for 
quality practice as follows:

• Meaningful service
• Link to curriculum
• Reflection
• Diversity
• Youth voice
• Partnerships
• Progress monitoring
• Duration and intensity

Puig (2009) asserts that service-learning is more than an ed-
ucational programme: it is a pedagogy or philosophy, a way of 
understanding human growth and explaining the creation of social 
ties that lead to the development of fairer and more supportive 
communities. Thus, it is about strengthening a more humanist 
conception of educational action as opposed to the clear tendencies 
towards technocratic primacy in the globalised society in which we 
find ourselves.

In service-learning, academic learning is understood to be an 
essential yet non-exclusive aspect in the development of free people 
who are individually and collectively committed to the possibility 
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of change. It is very much related to a pedagogy based on experi-
ence, reflection and reciprocity, and it seeks to ensure a rounded 
education of the individual, in whom different human dimensions 
are developed (intellectual and affective ones, as well as skills and 
practices), while social and civic responsibility are cultivated.

Service-learning is but another example of the response that univer-
sities are developing, taking on board their social commitment to the 
local environment, an issue that is fundamental to Higher Education 
in the 21st century.

4. Student participation in educational processes

As already mentioned, addressing the topic of flexible educational 
models necessarily refers us to student participation in teaching 
and learning processes, and we shall approach this from three per-
spectives: tutoring, teaching methods and assessment processes.

4.1 Tutorial action plans

In flexible educational models, a fundamental element that can-
not be overlooked in order to meet the current needs of university 
teaching and learning processes is tutoring. This is understood as a 
process of accompanying students, from the moment they enter a 
university and throughout their academic journey, so as to facilitate 
their integration into the university world and to support them 
with regard to cognitive, affective and sociocultural aspects (Narro 
& Arredondo, 2013). One of the fundamental ideas of tutoring is 
the holistic perspective thereof:

In this sense, from the perspective of both the institution and the 
teachers, tutoring tasks should attend to young people in a broad, 
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mindful and non-compartmentalised manner. This could be a way 
of understanding the recurring discursive formulation of integral ed-
ucation. (Narro & Arredondo, 2013: 136)

According to these authors, tutoring:

• fosters greater student inclusion;
• enables students to regain and balance their identities as both 

young people and students;
• enables students to better locate themselves in the university 

and social context;
• enables problems that might lead to students delaying or drop-

ping out of their studies to be identified.

Tinto (1992) had already said that the students’ moment of 
transition from secondary education to university studies could 
cause moments of confusion and turmoil, given that universities 
are spaces with more flexibility, freedom and autonomy in student 
decision-making, which is often greater than in their own homes.

In our view, university tutoring is now a factor of quality. As 
noted by Álvarez González (2008), tutoring is an added value in 
the full development of students, firstly from an academic angle, 
since it accompanies, monitors and supports them in their process-
es of learning personalisation and competency development, both 
personally and professionally, and secondly from an emotional an-
gle, by detecting and correcting potential situations of emotional 
imbalance that may arise while they are university students.

The tutoring system implemented at universities must, of 
course, be centred on the students’ integral education and cover 
all the bachelor’s degree courses (Andrés, Flores, Caballer, & Gil, 
2016). These authors have noted that using a technological tool 
that can be accessed from anywhere at any time is also a way of 
getting closer to the characteristics of young university students in 
the 21st century.
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In short, it is not only about the fact that universities should 
design Tutorial Action Plans, but also that such plans should assess 
and gather data from those involved so that tutorial actions can be 
adapted to the new contexts of students:

This has had an impact on the intervention processes to improve 
their school accomplishment, as well as on actions that contribute to 
the professionalisation and training of teachers for the development 
of tutorial competencies. While it is true to say that the research 
thus far has not provided any clear evidence of the achievements of 
Tutorial Action Plans, it is necessary to reorganise tutorial actions ac-
cording to the new contexts of student communication and learning. 
(Mapén, Pérez, & López, 2016: 17)

This link to the students’ new educational and learning contexts 
should be closely related not only to everything referring to tuto-
rials, but also to the increasingly recognised need to develop more 
diverse teaching methodologies in classrooms.

Without underestimating the need to continue giving lectures 
when necessary, we believe that it does not make sense to focus 
solely on this teaching strategy to teach in our universities. Student 
participation needs to see an expansion of the range of possibilities 
or the development of participatory teaching methodologies to en-
sure that such participation is effective and real.

4.2 Participatory teaching methodologies

Learning is no longer an internal, individual activity; it has become 
a networked collective activity due to a reality in which knowl-
edge is more and more plural, global, digital and hypertextual. 
Hadman, McKnight, and Arfstrom (2013) have identified that 
pedagogical models that transfer theoretical knowledge outside 
the classroom and use class time to facilitate the acquisition and 
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practice of knowledge are becoming more and more commonplace. 
These authors note that, with the use of resources such as com-
puters, tablets and mobile phones to freely access videos, pictures, 
blogs, slides and search engines, teaching has gradually become 
more attractive and learning has become more revealing.

New educational paradigms must put students at the centre 
of the process, with models that foster curiosity, creativity, skills, 
teamwork and knowledge gained outside the classroom. All the 
information necessary to learn is available on the network, but 
teaching staff need to make it available to students so that it can 
be analysed, interpreted, internalised and even enriched. In short, 
it would be a matter of seeing the teacher figure as someone who 
spends less time on explaining and more time on advising, encour-
aging, supporting, giving feedback and guiding students.

Glynn, Brickman, Armstrong, and Taasoobshirazi (2011) have 
identified a positive correlation between motivating students to 
learn and their attitudes towards studying. Contributions such as 
the one by Wlodkowski (2011) are consistent with the fact that one 
of the elements that influences learning is the interest with which 
academic activities are approached. Managing to get students in-
terested, to get them to make an effort and to get them involved in 
classes requires autonomy when it comes to proposing and carrying 
out activities, and in the case of teachers, it requires knowledge, 
preparation and high expectations.

As already mentioned, it is not a matter of demonising lectures. 
It is practically essential to have spaces available to explain certain 
concepts to students and to try to orally transmit knowledge. The 
problem might arise when this transmissive methodology becomes 
the main thrust of classroom sessions, and when the students are 
sitting on chairs listening to explanations session after session, hour 
after hour.

The ideal situation would be to create learning experiences, situ-
ations in a classroom context in which students need to do different 
things (including listening to a teacher’s explanations), sometimes 



❚  university teaching and innovation118

individually, and sometimes in small or large groups. It is also 
about trying to find a way to get our students to perceive that such 
learning experiences will be useful to their professional develop-
ment. A learning task often fails simply because a teacher does not 
know how to explain to students why they are doing what they 
are doing, what the aim is and what it is hoped they will achieve.

One last fundamental idea about the implementation of partici-
patory teaching methodologies is the need to assess teaching-learn-
ing processes themselves, especially by getting the students to rate 
them so that criticism can be taken on board in order to improve 
the course in the following academic year. However, when meth-
odological changes are well planned, justified and devised, the en-
suing results will always be to the benefit of student learning and 
of teacher satisfaction:

Specifically, our results show that students perceive that active meth-
odologies meet some of their objectives: promoting student partici-
pation in their learning processes and teamwork; acquiring flexible, 
in-depth knowledge and certain learning strategies that are more in 
keeping with problem-solving; turning teachers into learning facili-
tators; and increasing the student’s intrinsic motivation. (Arpí et al., 
2014: 8)

In short, promoting student participation in educational pro-
cesses implies overcoming the fear of innovating in the sense of 
changing what has always been done, trying different things and, 
from the teaching perspective, overcoming the fear of making mis-
takes, of carrying out activities that do not end up working, or 
of giving voice to the students, e.g., by getting them to rate the 
teaching.

Taking this approach one stage further, we would even suggest 
encouraging student participation in assessment processes.
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4.3 Participation in assessment processes

Assessment processes in formal education contexts are a topic that 
is repeatedly tabled. How should we assess our students? How can 
we certify that they have learnt the subject content? Do memory 
tests serve as a means of certifying such learning? Are exams nec-
essary? Are grades necessary?

In the previous section, we considered the extent to which it is 
necessary for the learning experiences we are able to offer students 
to have meaning beyond the subject itself, and the importance of 
managing to get students to see such learning experiences as being 
useful for their professional futures. In the same way, students will 
not see any kind of meaning in assessment tests if such tests do 
not go beyond regurgitating by rote the content on which work has 
been done in the classroom.

It should be noted that the assessment of a task enables learning 
regulation processes to be activated if it is presented as a genuine 
assessment (Monereo, 2009), i.e., it is realistic (applicable to a re-
al-life situation and linked to the activity’s objectives) and relevant 
(useful and applicable competencies are applied).

We believe that students generally understand the assessment 
process better when they see it as meaningful and when it is inte-
grated into the learning process as an assessment task rather than 
as a negative or penalising element:

[…] the results show that students have a very positive attitude 
towards the application of assessment systems and processes like 
these in their future teaching work. Students also give a much more 
positive rating of how the assessment and learning process fol-
lowed can be clearly transferred to professional learning as future 
teachers. (López-Pastor, Pérez-Pueyo, Barba, & Lorente-Catalán, 
2016: 48)

Our proposal is based on the fact that assessment processes in 
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education should have an approach with the following character-
istics, Thus, an assessment process must be:

• integral, i.e., one that incorporates tasks that students do inside 
and outside the classroom;

• responsible, leaving some of the assessment activities for stu-
dents to do outside the classroom, without the teaching staff’s 
direct mediation;

• reflective, with information analysis and synthesis tasks;
• shared, with a co-assessment among peers to foster cooperative 

and co-responsible learning;
• competency-based, with activities and practices that are not 

centred on rote memory, but instead on solving practical prob-
lems linked to the professional sphere of the course of studies.

In short, the trends lead us to believe that increasing student 
participation in educational processes (whether in tutoring pro-
cesses, in the teaching-learning process itself, or in assessment pro-
cesses) not only improves their motivation and attitudes towards 
teaching (because students feel they are playing a bigger role), but 
can also improve their academic outcomes.

The conclusion drawn from this fact is that we ultimately think 
that the emotional part of people plays a fundamental role in the 
success of an educational activity. If we work on this aspect, there 
is an impetus that could set in motion an improvement of the cog-
nitive part and eventually increase academic performance.

5. Conclusions

CIDUI is a space for collaboration among and between the uni-
versities of Catalonia, and it is open to the rest of Spanish and 
the world’s universities. Organised by all the Catalan public uni-
versities, CIDUI has created a space for reflection on university 
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teaching. In this chapter, we have sought to present a reflection 
on emerging educational programmes that, according to the most 
recent research presented at different editions of the conference (as 
cited herein), have become more and more significant to university 
teaching staff.

1. The management of education in university contexts is a con-
stantly evolving field of study in Catalonia, and it enables syn-
ergies to be created among and between centres and universities 
that are developing new educational models. It began with the 
improvement of interactions among and between students and 
teachers in classrooms, and the study of ICT-mediated relations. 
Now there is growing interest in learning about educational 
models that are more flexible, such as MOOCs.

2. Blended learning and non-face-to-face learning require compe-
tencies that are common to all teaching staff, e.g., creating trust 
through communication via different yet clear work-related sys-
tems and resources, and giving students control over elements 
such as time, space, learning pace or educational pathways. 
They are all advantages; however, it is crucial to point out that 
education policies aimed at university lecturers must be closely 
linked to the needs of students and of the local environment.

3. Technologies provide students with a set of tools and resourc-
es that make learning more interactive and meaningful, and, 
above all, it takes place in a more dynamic environment. The 
new social and technological context therefore requires the 
use of teaching methodologies adapted to these needs and to 
the demands of the students themselves. In this context, ICTs 
serve as a transformative agent to change pedagogical models, 
to place the student at the centre of the process, to incorporate 
active methodologies and to make the most of the possibilities 
of interconnection that ICTs offer us.

4. It is difficult to use flexible educational models if university 
teaching staff do not have the necessary competencies (Im-
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bernón, Silva, & Guzmán, 2011). Three professional aspects 
need to be accomplished:
 – mastery of the tools for communication with students;
 – adaptation of the programmes, materials and activities to 

individual and group needs;
 – design of activities and content that is easy for students to 

understand (technical requirements such as materials design, 
links, browsing instructions, use and leverage of learning 
objects, etc.).

5. Nowadays, the role of the university student is much more par-
ticipatory. With the ever more frequent use of participatory 
methodologies, we find that problem-solving, communica-
tion, cooperation, experimentation, critical-thinking and crea-
tive-expression skills have been strengthened in such a way that 
students can assess their own progress and that of their peers. 
Thus, dual education may become an original and innovative 
device that diverges from the conception of the teaching-learn-
ing process as something inseparable from the professional con-
text.

6. Service-learning enables academic competencies and social 
skills to be developed, such as active listening and the ability to 
analyse the real needs of the context in order to actively look for 
improvements by applying the competencies developed through 
a university education.

7. In service-learning, an academic education is an essential part 
of people’s development. It is very much related to a pedagogy 
based on experience, reflection and reciprocity, and it seeks to 
ensure a rounded education of the individual, through which 
different professional competencies are developed.

8. The joint review of didactic processes by teaching staff and stu-
dents is useful because the students become aware of their learn-
ing and rate it according to its instrumental, applicative and 
practical value, and it helps them discover how such learning 
might be transferred. This is particularly relevant in educational 
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programmes like our master’s degree, the purpose of which is 
fundamentally vocational.

9. To continue making steps towards improving university ed-
ucation, it is crucial to carry on working on the designs and 
practices of learning. These must include the relevant teaching 
tools and methodological strategies, this time with deliberate 
rather than accidental intention, and the conviction that they 
will effectively contribute to the development of the skills of 
future professionals that today occupy university classrooms.
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6. QUALITY AND ASSESSMENT IN HIGHER 
EDUCATION

— Jorge Pérez
Pompeu Fabra University

1. Introduction

Quality is a fundamental goal for any institution, and assessment 
is a key factor for achieving it. The main aim of assessment is to 
determine whether the goals set by an organization, institution or 
societal actor have been achieved.

In the context of assessments in higher education, the most de-
cisive issue may be the assessment of student learning, as the type 
of assessment will determine how students learn (Wass, Van der 
Vleuten, Shatzer and Jones, 2001). Despite the importance of such 
assessments, at Spanish universities, they have often been regarded 
as an inconvenient or unwanted necessity. In general, they have 
mainly been used to certify minimum levels of competence, giving 
primacy to knowledge, and to award students a mark commensu-
rate with their learning. However, assessment can be used for other 
purposes, too, that are just as if not more important. According to 
Harden and Laidlaw (2012), medical education experts, learning 
assessments serve five main purposes:

1. To determine the level of student achievement of the learning 
outcomes defined by the persons responsible for the subjects, for 
the ultimate purpose of improving teaching.
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2. To encourage student learning. The assessment itself can be an 
activity to enhance learning. To achieve this goal, students must 
be given good feedback. 

3. To ensure student competence, whereby teachers must assume 
the role of social gatekeepers that society grants them, ensuring 
that all graduates are competent in their disciplinary area. 

4. To ensure fairness, awarding students marks based on their level 
of achievement of the learning outcomes. The more they learn, 
the better their mark. 

5. To report to the institution on the progress of the teaching 
processes for subjects, so that it can set goals for improvement. 

To maximize quality in higher education, assessment processes 
should thus try to fulfil these five purposes.

2. Statistical summary of the presentations on ‘quality’ 
and ‘assessment’

The papers presented at the various CIDUI conferences held over 
the years have been collected in the 2012, 2014 and 2016 volumes 
of the CIDUI’s proceedings, Revista del Congrés Internacional de 
Docència Universitària i Innovació. The selected papers could be 
presented in any of the standard conference formats (oral presenta-
tion, posters, etc.). 

For the purposes of this review, all papers with titles containing 
the word ‘quality’ or ‘assessment’ were selected. This resulted in a 
total of 64 papers, of which 4 referred to quality and 60 to assess-
ment. The vast majority of the papers in the latter group deal with 
the assessment of student learning. Appendix 1 lists the titles and 
authors of the papers, assigning each one a reference number to 
facilitate their identification by readers. 

The papers were examined to determine their origin, resulting 
in the following breakdown: 42 (65.6%) were from Catalan uni-
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versities, 17 (26.6%) were from universities elsewhere in Spain, 
and 5 (7.8%) were from Latin American universities. With regard 
to the Catalan universities, the majority were from the University 
of Barcelona (UB) (21), followed by the Polytechnic University of 
Catalonia (UPC) (6), the Autonomous University of Barcelona 
(UAB) (5), the Open University of Catalonia (UOC) (3), the Uni-
versity of Girona (UdG) (2), the University of Lleida (UdL) (2), 
the International University of Catalonia (UIC) (1), Pompeu Fabra 
University (1), and Rovira Virgili University (URV) (1). 

Of the other Spanish universities, the University of Zaragoza 
(Unizar) had the most papers, at 3, followed by the University of 
the Basque Country (UPV-EHU), Deusto University (UDE), the 
University of Salamanca (USAL), the University of Seville (US), 
and the Polytechnic University of Valencia (UPV), with 2 papers 
each. The University of Castilla-La Mancha (UCLM), the Univer-
sity of Malaga (UMA), the Spanish National Distance Education 
University (UNED), and the University of Oviedo (Uniovi) each 
had one. Finally, of the 5 papers from Latin America, 2 were from 
Mexican universities, 2 from Argentine universities, and 1 from a 
Brazilian university. 

The papers were also examined to determine which topics had 
aroused the most interest over time. Table 1 shows the different 
topics addressed at the conferences, in descending order of frequen-
cy, along with the reference number of the relevant papers listed 
in Appendix 1. 

As can be seen, the most frequently addressed topic was the 
assessment of generic competencies, followed by continuous assess-
ment and the use of portfolios. A second group would include re-
flections on assessment in general, self-assessment, problem-based 
learning (PBL), peer assessment, the use of rubrics, and bachelor’s 
or master’s degree final projects. Two presentations were given on 
autonomous learning, specific subjects, student participation in the 
assessment process, the role of teachers in the assessment, formative 
assessments, integrated assessments, and objective structured clin-
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ical examination (OSCE), in this latter case, in reference to health 
science degree programmes. Papers were also presented on small 
groups, multiple-choice tests, tutorials, training programmes, the 
student perspective, external internships, automated assessment, 
cooperation with industry, and MOOCs. 

3. Papers on ‘quality’

As noted, only four papers were found that included the word 
‘quality’ in their titles. The first volume of the proceedings, from 
2012, included two, both on quality assurance assessments. Teach-
ing staff from UPC underscored the importance of using rubrics, 
and Mexican professionals from the Autonomous University of 
Baja California (UABC) considered assessment in general as a 
means of assuring quality. 

In the 2014 volume of the proceedings, colleagues from USAL 
discussed quality based on three programmes implemented by 
their university related to assessment, teacher training and teach-
ing innovation. 

Finally, the third volume, published in 2016, included a paper 
by professionals from UIC on a survey to gain insight into quality 
on curricula, skills development, facilities and services.

4. Papers on ‘assessment’

In addition to the aforementioned papers on quality, 60 papers 
were presented on assessment, the vast majority concerning the as-
sessment of student learning. As can be seen in Table 1, the papers 
were quite varied and were presented by professionals from a wide 
variety of universities and programmes.
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Table 1. Topics related to quality or assessment addressed by papers published in the 
CIDUI proceedings

No. Topic (reference number(s) of the paper(s) in the Appendix)

4 Quality (11, 15, 40, 63)

60 Assessment

10 Generic competencies (7, 14, 29, 38, 42, 44, 50, 56, 61, 62)

6 Continuous assessment (3, 5, 13, 19, 25, 28)

5 Portfolios (7, 12, 24, 44, 60)

4 Assessment in general (1, 16, 18, 21)

4 Self-assessment (30, 31, 37, 58)

4 Problem-based learning (PBL) (20, 52, 54, 62)

3 Peer assessment (10, 51, 61)

3 Rubrics (4, 41, 45)

3 Bachelor’s or master’s degree final projects (32, 33, 34)

2 Autonomous learning (31, 39)

2 Specific subjects (2, 22)

2 Student participation (43, 54)

2 Objective Structured Clinical Examination (OSCE) (46, 47)

2 The role of teachers in assessment (9, 49)

2 Formative assessment (26, 48)

2 Integrated assessment (42, 57)

1 Small groups (6)

Specific nursing competency (8)

Multiple-choice tests (17)

Double correction of tests (23)

Tutorials (27)

Training programmes (35)

The student perspective (36)

External internships (51b)

Automated assessment (53)

Assessment in context (55)

Cooperation with industry (59)

Massive Online Open Courses (MOOCs) (64)
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The review revealed four papers that reflect on assessment in 
general. One describes an interdisciplinary experience conducted 
in the law degree programme at Unizar. Specifically, it reports the 
findings of a survey of the students on various interdisciplinary 
activities with very satisfactory results. A second, by professionals 
from UB’s Economics programme, reflects on the contradictions 
between the European Higher Education Area (EHEA) criteria 
and actual practice at Spanish universities. The third, from the 
UDE Innovation and Quality Unit, offers guidelines for assessing 
course plans. Finally, in the fourth, a lecturer on Education at 
UMA, offers a theoretical reflection on assessment. 

Attention should be called to the interest shown in the assess-
ment of generic competencies. The proceedings include ten papers 
on the topic, albeit focusing on different aspects. Teaching staff 
from multiple universities (UPV-EHU, UB, UCM, UOC, UAB, 
UdL) and programmes (Social Education, Pharmacy, Chemical 
Engineering, Business Administration and Management, Teach-
ing, Medicine, Nursing) presented experiences with interdiscipli-
nary work, the promotion of generic competencies through multi-
ple-choice tests, the use of rubrics, the use of portfolios, commu-
nication skills, and the PBL methodology. In general, the reported 
experiences were viewed positively.

The fact that the assessment of generic competencies was the 
most frequent topic is hardly surprising, as it has been regarded as 
a priority within the EHEA guidelines (Gonzalez and Wagenaar, 
2003).

As noted, another of the most frequently addressed topics at 
the CIDUI conferences was continuous assessment, a point that 
is also stressed in the EHEA and one that has been shown to en-
courage student learning (Carrillo-de-la-Peña and Pérez, 2012). 
Specifically, six papers by professionals from different universities 
and programmes were found. One study, from the UB’s Teaching 
programme, reported very satisfactory results for a participative 
feedback experience. Another, from the UNED’s Psychology pro-
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gramme, reported on the provision of specific training on contin-
uous assessment to supervisors. Colleagues from the Unizar Engi-
neering programme presented an experience with digital resources 
to facilitate continuous assessment in large groups. Professionals 
from the USE Chemical Engineering programme evaluated a con-
tinuous assessment activity. Another paper reported the positive ef-
fects of continuous assessment in a subject from the Environmental 
Sciences programme at UPV. Finally, attention should be drawn 
to the presentation of an interdisciplinary paper on continuous 
assessment involving eight faculties at UB. It should be noted that 
all of the described experiences were viewed very positively. 

The use of portfolios to assess competencies was also a recur-
ring topic throughout the conferences. Specifically, five papers by 
professionals from UB, Unizar, URV and the Federal University 
of Minas Gerais in Brazil and a variety of degree programmes 
discussed the use of paper or digital portfolios in the assessment of 
both specific and generic competencies.  

In addition to the most frequent topics summarized above, and 
as can be seen in Table 1, papers on many other topics related to 
assessment have been presented at the nine CIDUI conferences 
held to date.

5. Conclusion

In summary, the topic of assessment has generated considerable 
interest at the CIDUI conferences. Numerous papers have been 
presented in the various permissible formats by teaching staff from 
a variety of universities and degree programmes. The assessment 
of generic competencies and continuous assessment were the most 
common topics. In addition to these two topics, a wide range of 
topics of interest have been presented. All of the above findings are 
consistent with the importance of assessment for guiding student 
learning and with the EHEA’s educational guidelines. Readers in-
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terested in any of the aforementioned topics can read about them 
in the various volumes of the Revista del Congrés Internacional de 
Docència Universitària i Innovació.

We hope that the field of assessment in higher education will 
continue to be a subject of interest for teachers participating in 
future editions of the CIDUI conference.
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Appendix 1: Papers on assessment published in the CIDUI 
proceedings

2012
1. Evaluar la interdisciplinariedad. El espacio de trabajo interdisciplinario 

(ETI) en el EEES
María Ángeles Rueda Martín, Jesús Astigarraga Goenaga, Miguel 
Ángel Boldova Pasamar, Pedro Bueso Guillén, Silvia Gaspar Lera, 
Guillermo Pérez Sarrión, Asier Urruela Mora, Javier Usoz Otal

2. Avaluació de la incorporació d’activitats d’aprenentatge actiu i coopera-
tiu a les assignatures de bases de dades de la Facultat d’Informàtica de 
Barcelona
Carme Martín Escofet, Toni Urpí Tubella, Alberto Abelló Gamazo, 
Xavier Burgués Illa, M. José Casany Guerrero, Carme Quer Bosor, 
M. Elena Rodríguez González

3. Feedback participativo en la evaluación continuada
María José Rochera Villach, Teresa Mauri Majós, Anna Ginesta 
Fontseré

4. Uso de las rúbricas evaluación para fomentar el aprendizaje autorregu-
lado/autónomo
Ernesto Panadero, Margarida Romero

5. Tutorización y evaluación de actividades de evaluación continua en un 
entorno virtual: Implementación en la asignatura Psicología del Pensam-
iento del Grado en Psicología de la Universidad Nacional de Educación 
a Distancia (UNED)

6. Proyecto de Tutorización y Evaluación de la Docencia (feedforward) en 
grupos pequeños para mejorar el proceso de aprendizaje
María Dolores Guerra-Martín, Vicente Fernández-Rodríguez, Marta 
Lima-Serrano, Maía Aurora Rodríguez-Borrego, Encarnación María 
Zambrano-Domínguez

7. Portafoli digital per a l’avaluació de les competències transversals del Grau 
de Dret
Antoni Font Ribas, Enoch Albertí Rovira, Eva Andrés Aucejo, María 
Asunción Gual Dalmau, Lluís Caballol Angelats, M. Eugènia Or-
tuño Pérez, Sílvia Gómez Trinidad, Judith Morales Barceló, Oriol 
Oleart Piqué



❚  university teaching and innovation138

8. Evaluar la competencia CT3 de la titulación Graduado en Enfermería 
relativa al conocimiento y aplicación de los fundamentos y principios 
teóricos y metodológicos de la Enfermería

9. El profesorado universitario ante la evaluación. Un estudio en el Campus 
de Gipuzkoa de la Universidad del País Vasco
Pilar Gil Molina, Francisco José Amiama Ibarguren, Francisco Javier 
Monzon Gonzalez, Jose Miguel Garaizar Arenaza, Luis María Eliza-
lde Alcayaga, Nieves Ledesma Marín

10. La evaluación entre iguales: ¿Desconfianza u oportunidad formativa?
Jordi Escartín Solanelles, Montserrat Celdran, Beatriz Sora, Vicent 
Ferrer, Lucia Ceja

11. Criterios para actividades de evaluación de calidad
Ana Cadenato Matia, María Martinez Martinez, Beatriz Amante 
Garcia, Isabel Gallego Fernandez, Josep Jordana Barnils, Francesc 
Josep Sanchez Robert, Oscar Farrerons Vidal, Antoni Isalgue Buxe-
da, Jaume Fabregat Fillet

12. El portafolis electrònic: un recurs per treballar competències
Rosa Sayós, Joan-Tomàs Pujolà

13. Utilización de recursos digitales en la evaluación continua de los alumnos
Jorge Bernard, Sergio Serrano, Pilar Ferrer, Alberto Ciriano

14. La evaluación de la competencia en comunicación oral en la Enseñanza 
Superior
Beatriz Fernández López, Esther Cruz Iglesias

15. Evaluación y Acreditación: Configuradores de identidad de calidad ed-
ucativa en el campo de la Psicología
Victoria Elena Santillan Briceño, Maria Teresa Bermudez Ferreiro, 
Esperanza Viloria Hernandez, Maria del Socorro Montaño Rodriguez

16. El reto de la evaluación en las titulaciones de grado
Ernest Pons, Amelia Díaz

17. Los exámenes tipo test: ¿Evaluación del aprendizaje o Evaluación para 
el aprendizaje?
Jordi Escartín Solanelles, Montserrat Celdran, Beatriz Sora, Vicent 
Ferrer, Lucia Ceja

18. Evaluación de la Planificación de la docencia en las asignaturas de 
Grado
Ana María García Olalla, Elena Auzmendi Escribano
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19. Avaluació contínua: regulació docent i autoregulació de l’estudiant
Artur Parcerisa Aran, Ernest Abadal, Montserrat Busquets, Gaspar 
Coll, Victòria Girona, Rosa Nonell, Jordi Ortín, Antoni Vallés

20. L’avaluació de l’aprenentatge basat en problemes (ABP) mitjançant una 
escala d’enganxament. Estudi pilot
Carme Arpí, Pilar Àvila, Marissa Baraldés, Helena Benito, Maria 
Jesús Gutiérrez del Moral, Marta Orts, Ricard Rigall i Torrent, 
Carles Rostan

21. La evaluación de la docencia universitaria en España. Una mirada 
desde el discurso normativo
Verónica Soledad Walker

22. Evaluación de las competencias de los estudiantes de organización de 
empresas
Ana Núñez-Carballosa, Paloma Miravitlles, Laura Guitart-Tarrés, 
Fariza Achcaoucaou, Mercè Bernardo, Esther Hormiga

23. Avaluació per a la millora de l’aprenentatge: experiències de doble cor-
recció
Manuela Alcañiz Zanón, M. Carme Riera Prunera, Miguel Santoli-
no Prieto

24. El portafolio digital de estudiantes como herramienta de evaluación de 
competencias
Alfredo Berbegal Vázquez, Carolina Falcón Linares

25. Evaluación de una experiencia de evaluación continua planificada
Luis M. Pérez, Alberto Romero, Antonio Guerrero

26. La evaluación: reflexiones de una práctica amorosa. implementación 
y análisis de diferentes estrategias y formas innovadoras de evaluación 
formativa en las prácticas docentes

27. Evaluación de la eficacia de un Programa Institucional de Tutoría Uni-
versitaria: experiencia de colaboración intercentros
M. Esperanza Herrera García, M. José Rodríguez Conde, Eva M. 
Torrecilla Sánchez, Juan Francisco Martín Izard, Carlos Alberto For-
tea Gil

28. La evaluación continua en asignaturas del área de Química Analítica 
del Grado en Ciencias Ambientales
Sagrario Torres Cartas, Susana Meseguer Lloret, Carmen Gómez Be-
nito, Mónica Catalá Icardo
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29. Evaluación formativa y acreditativa de competencias transversales pro-
pias del Grado de Farmacia
Pilar Sorribas-Navarro, Narta Espasa Queralt, Jordi Jofre Monseny, 
Mercè Costa Cuberta

30. La autoevaluación formativa en línea como forma de incentivar la par-
ticipación del alumno
Pilar Sorribas-Navarro, Narta Espasa Queralt, Jordi Jofre monseny, 
Mercè Costa Cuberta

31. L’autoavaluació com a eina d’aprenentatge autònom de l’estudiant
Joan Simon Pallisé, Carles Benedí González, Cèsar Blanché Vergés, 
Maria Bosch Daniel, Ana Rovira López

32. Rúbricas y evaluación de competencias en los TFG. Un paso atrás para saltar
Glòria Estapé-Dubreuil, Mercè Rullan Ayza, Carlos Lopez Plana, 
Jordi Pons Aróztegui, Daniel Tena Parera

33. Desarrollar y Evaluar Competencias a través del Trabajo Final de Mas-
ter. Marco conceptual y guías didácticas
Nati Cabrera, Ana Rodera, Albert Sangrà

34. La evaluación formativa en los proyectos fin de carrera. Experiencia 
encaminada hacia el Grado de Ingeniería Eléctrica
Miren Terese Bedialauneta Landaribar, Zaloa Aginako Arri, Maria 
Isabel Herrero Bengoechea, Pello Jimbert Lacha, Dunixe Marene 
Larruskain Escobal, Eider Loroño Apraiz, Koldobika J. Sagastabeitia 
Buruaga, Jon Vazquez Uranga

35. L’avaluació de la transferència i l’ impacte de la formació inicial del 
professorat a la UPC
María José Pérez Cabrera, Ignacio de Corral

36. Evaluación de las competencias desde la perspectiva del alumnado
Jonathan Castañeda Fernández

37. Metaevaluación de los procesos de autoevaluación y acreditación univer-
sitaria, la experiencia de la Universidad de Buenos Aires (UBA)
Fabiana Irene Grinsztajn, Maria Catalina Nosiglia

2014
38. Desarrollo y evaluación de competencias transversales (comunicación 

oral) y validación de las rúbricas de la asignatura de grado Experiment-
ación en Ingenieria Química II
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Montserrat Iborra Urios, Eliana Ramírez Rangel, Roger Bringué 
Tomàs, Javier Tejero Salvador, Carles Fité Piquer, Fidel Cunill García

39. Una reflexión en torno a la evaluación para el aprendizaje autónomo: 
miradas y reflexiones
Fernando Herraiz García, Raquel Miño Puigcercós, Begoña Piqué 
Simon

40. Evaluación, formación e innovación docente: respuesta a la mejora de 
calidad universitaria
M. José Rodríguez Conde, Susana Olmos Migueláñez, Félix Ortega 
Mohedano, Patricia Torrijos Fincias, Sonia Hernández Garzón 

41. Evaluación de competencias mediante rúbricas en el área de la Elec-
trónica Analógica
Jaime López Sánchez, Pedro Luis Miribel i Català, Jordi Colomer 
i Farrarons, Manuel Carmona Flores, Javier Sieiro Córdoba, Oscar 
Ruiz Sánchez, Gloria Cemelia Sánchez Marquez

42. La implantación integral de la evaluación de competencias en titula-
ciones transversales. La experiencia del grado en Administración y Di-
rección de Empresas de la UOC
Àngels Fitó Bertran, María Jesús Martínez Argüelles, Eva Rim-
bau-Gilabert

43. La millora de l’avaluació formativa i sumativa a través de l’elaboració 
de curtmetratges. La participació activa de l’alumnat
Jordi Escartín Solanelles, Jose Navarro Cid, Rita Berger, Imma Ar-
madans Tremolosa

44. Evaluación de competencias transversales y nucleares a través del porta-
folios electrónico en la facultad de medicina y ciencias de la salud (URV). 
Portafolios electrónico y evaluación de competencias en la Facultad de 
Medicina y Ciencias de la Salud (URV)
M. Luisa Albina Chicote, Maria del Carme Casajuana Briansó, 
Montserrat Jové Sans, Marta Romeu Ferran, Victoria Arija Val, An-
toni Castro Salomó, Josep Ribalta Vives, Montserrat Giralt Batista

45. Avaluació formativa de la fisiologia humana a través de rúbriques en els 
graus de ciència i Tecnologia dels Aliments (CTA) i Nutrició Humana 
i Dietètica (NHD)
Concepció Amat, M. Emília Juan, M. Carmen Morán, Miquel 
Moretó
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46. Avaluació de la competència objectiva estructurada (ACOE) en estudi-
ants de 4t curs del Grau en Infermeria. Proves d’Avaluació de la Com-
petència Objectiva Estructurada (ACOE)
Marta Raurell Torredà, Alícia Baltasar Bagué, Josefina Patiño Masó, 
Glòria Mateu Figueras, Josep Olivet Pujol, Àngel Romero Collado, 
Anna Bonmatí Tomàs

47. Avaluació clínica objectiva i estructurada (ACOE) com a eina d’av-
aluació de competències en assignatures de pràctiques clíniques: estudi 
comparatiu. Avaluació de competències en pràctiques clíniques
M. Carmen Mias Carballal, Rafael Villalobos Mori, Jorge Juan 
Olsina Kissler, Alfredo Escartin Arias, Jorge Viñas Sala, Jordi Soler 
González

48. Evaluación formativa en Educación Superior. Impacto en estudiantes 
con ansiedad a las matemáticas
María Isabel Núñez Peña, Roser Bono Cabré, Macarena Suárez Pel-
licioni

49. Evaluación de los aprendizajes en la universidad: la percepción de los 
futuros profesores de matemáticas en relación al desarrollo de sus cono-
cimientos. Innovación en la evaluación de los procesos de aprendizaje de 
futuros profesores
Gricelda Mendivil Rosas, Salvador Ponce Ceballos, Leidy Hernández 
Mesa, Bardomiano González Pérez

50. Evaluación de competencias transversales. Un ejemplo de evaluación de 
competencias transversales en la formación de maestros
Esther Rodríguez-Quintana, M. Eugenia Martín Palacio, Clara 
González Uriel

51. La evaluación individual, grupal y por pares ¿Qué aporta en «Técnicas 
de investigación»?
Rumen Manolov, David Leiva, Maribel Peró, Antonio Solanas, Joan 
Guàrdia, José Luis Losada

51b. L’avaluació de competències de l’alumnat a les pràctiques externes. La 
perspectiva de tots els agents implicats en les Pràctiques Externes del grau 
de Pedagogia de la Universitat de Barcelona
Ruth Vilà Baños, Assumpta Aneas Álvarez, Núria Rajadell Puiggrós

52. Avaluació de l’ensenyament basat en projectes en l’ àrea de la Fabricació 
i l’Estadística en el Grau de Tecnologies Industrials
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Irene Buj Corral, Lluís Marco Almagro, Alexandre Riba Civil, Joan 
Vivancos Calvet, Xavier Tort-Martorell Llabrés

53. Evaluación automática de prácticas en Moodle para el aprendizaje 
autónomo en ingenierías
Carles Sánchez, Oriol Oriol Ramos, Patricia Márquez, Enric Martí, 
Jaume Rocarias, Debora Gil

2016
54. Implicación de los estudiantes en la elaboración de rúbricas para la 

evaluación de competencias en el ABP
Mar Carrió Llach, Raúl Sánchez Muñoz, Elisabeth Moyano Clara-
munt

55. Evaluación contextualizada en el primer año de formación universitaria
Ainhoa Bilbao Martínez

56. Implementació de l’avaluació de competències transversals i específiques
Mercè Vàzquez, David Bañeres, M. Jesús Marco-Galindo

57. Proyecto de evaluación integrada en el módulo genérico del Máster de 
Formación del Profesorado
Ignacio de Corral Manuel de Villena, Roser Cussó Calabuig, Lidia 
Ferré Ferré, Gemma García Calatayud

58. Qüestionaris d’autoavaluació de coneixements
M. Magdalena Rivero García, Ana M. Anton Arribas, Montserrat 
Celdrán Castro, Josep Lluís Conde Sala, Mercè Garcia-Milà Pa-
laudarias, Marta Gràcia Garcia, Sonia Jarque Fernández, M. Josep 
Jarque Moyano, Eduard Martí Sala, Montserrat Moreno Zazo, Núria 
Ribera Turró, Rodrigo Serrat Fernández, M. Ángeles Ortega Reverte, 
Fàtima Vega Llobera, Rosa M. Vilaseca Momplet, Feliciano Villar 
Posada

59. Evaluación del impacto de la cooperación universidad-empresa en la 
docencia de una asignatura de Ingeniería Telemática
Antoni Oller Arcas, Eduard Garcia Villegas, Antonia Gallardo 
Gómez, Jorge Fuentes

60. Evaluación y autoevaluación del portafolio reflexivo: un reto en el pro-
ceso de enseñanza y aprendizaje
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Rosângela Minardi Mitre Cotta, Glauce Dias da Costa, Fernanda 
Mitre Cotta, Rodrigo Mitre Cotta, Luciana Saraiva da Silva, Sandra 
Minardi Mitre

61. Evaluación de las habilidades comunicativas en un contexto formativo 
y de evaluación por pares
Eduard Peñascal Pujol, Jorge Soler Gonzalez, Antonia Lafarga Giri-
bets, Antoni Plana Blanco, Antoni Rodriguez Rosich

62. Evaluación de las competencias transversales mediante el Aprendizaje 
Basado en Problemas en estudiantes de enfermería
Mercè Prat Martínez, Silvia Bleda Garcia, Mercè Muñoz Gimeno

63. Measuring quality in Higher Education: a validated scale
Frederic Marimon, Marta Mas-Machuca, Jasmina Berbegal-Mira-
bent, Josep Llach

64. Evaluando los Massive Open Online Courses (MOOCs)
Andrés Besolí, Marina Romeo, Montserrat Yepes-Baldó, Carolina 
Martín, María Ángeles García, Lydia Sánchez, Vicenta González, 
José Gustems, Silvia Burset, Emma Bos
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7. THE IMPACT OF INNOVATION ON TEACHING 
AND LEARNING

— Helena Benito Mundet, Magüi Pérez Cabaní, Carme Saurina Canals
University of Girona

1. Evolution of the theme in CIDUI conferences

This first section offers an overview of the introduction to and evo-
lution of the presence of teaching innovation at the International 
Conference on University Teaching and Innovation (CIDUI), and 
the impact that this theme has had during the nine editions of the 
conference held up to now. 

Throughout the chapter we will reflect on what we understand by 
innovation, placing particular emphasis on practices capable of gen-
erating real impact on both teaching itself, and on student learning.

We have started by carrying out a review of the papers and talks 
presented at the different editions of the conference, searching for 
two keywords: innovation and impact. We are conscious that good 
innovative practices have often been presented without these two 
keywords being included in the text. Despite the necessary sim-
plification process adopted to carry out the search, the informa-
tion obtained has enabled us to explore the evolution of the theme 
throughout the different CIDUI conferences.

In the first CIDUI held in Barcelona in 2000, the keywords 
are not found in any of the papers or talks, with the only mention 
being in a workshop. 

In 2002, at the conference held in Tarragona, although the 
words are not included in any keynote speech, we do find 11 pa-
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pers that include the word innovation or impact in their title. Four 
of these refer to innovations aimed at teacher training in the field 
of psychology; four are general reflections; and three present sub-
ject-specific innovations (computing, mathematics, physics and 
history).

At the CIDUI held in Girona in 2004, 8 papers are presented 
which include the word in the title: two referring to innovations 
in specific subjects (phoniatrics, internships); three relating to the 
practicum part of teacher training programmes, two providing 
general reflections, and one that assesses the educational impact of 
two pedagogy degree programmes. 

For the first time, the fourth edition of the CIDUI held in 
Barcelona in 2006 includes a title identifying the main focus of 
the conference which, at this particular edition, is “Teaching com-
petence”. One of the keynote speeches, delivered by Professor Eric 
Froment of the University of Lyon (Lumière-Lyon2), carries the 
title “Excellence, educational innovation and the European Uni-
versity Area”. Among the different statements made, we would like 
to highlight the following:

Les universités européennes sont donc confrontées à deux processus 
distincts:

Bologne, avec sa thématique strictement universitaire qui émane 
d’une grande Europe. 45 pays et ministres réunis qui ont choisi l’in-
terdépendance et la convergence de leur système d’enseignement 
supérieur…

Lisbonne, avec une stratégie portée par l’Europe plus réduite des 
25, mais avec des objectifs économiques et sociaux ambitieux qui 
offrent aux universités la possibilité d’un soutien financier, puisque 
celles –ci constituent un élément essentiel de la réussite de la stratégie.

Pour celui de Lisbonne et la présidence de l’Union Européenne, 
l’innovation se réfère et se limite à l’utilisation des résultats de la 
recherche scientifique et à l’aptitude à transférer les nouvelles connais-
sances aux entreprises pour favoriser leur compétitivité.
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Pour celui de Bologne l’innovation doit aussi se manifester dans 
la formation afin de permettre de faire face à la diversité des pu- 
blics désormais accueillis dans l’enseignement supérieur: l’accès d’un 
pourcentage accru de classes d’âge suppose des innovations dans les 
méthodes d’enseignement. Mais et surtout innover cela doit être aussi 
favoriser la créativité chez les étudiants. Le triangle de la connaissance

«éducation-recherche-innovation« ne doit pas être lu que dans un 
sens: l’innovation ne termine pas le triangle et ne succède pas sim- 
plement à la recherche, elle doit aller, comme la recherche, aussi vers 
l’éducation et l’imprégner si l’on veut développer et rendre fructueu- 
ses les activités de recherche.

Là à nouveau il faut élargir le champ d’application du mot inno- 
vation et donner toute son importance à l’innovation pédagogique 
pour soutenir les deux processus européens.

This talk suggests going beyond what the word innovation sig-
nifies, which had been strictly related to research activities and 
the transfer of knowledge up to that point, in order to promote 
business competence and to transfer this to the world of educa-
tion, which is how it has been developed since the first edition of 
CIDUI, as indicated by the acronym itself.

Apart from this talk, we find a total of 24 papers which explic-
itly include the word innovation in their title. Among these, we 
find 19 papers (79.17 %) discussing teaching innovations applied 
to subjects, projects, practices or degree programmes. It is worth 
noting that 5 are direct applications of ICT resources (webquests, 
digital portfolios or the virtualisation of part of a course). Of the 
5 remaining, one presents an innovation in the field of tutorials, 
three on assessment aspects, and only one discusses the impact of 
teaching innovation projects, which is the main focus of analysis 
of this chapter.

In 2008, during the fifth edition of CIDUI, titled “Changes 
in university teaching culture” and held in Lleida, we find the 
presentation given by Professor Claudi Alsina from the Polytechnic 
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University of Catalonia, with the title “University teaching innova-
tion: a way of living one’s profession”. Apart from this presentation, 
there are a total of 25 papers that explicitly carry the word inno-
vation in their title, and which are divided into 4 sub-areas for the 
first time. The sub-areas which these papers are grouped into are:

1. Methodologies for teaching change at University, with a total of 
14 papers; 7 with specific proposals addressed to different dis-
ciplines, faculties and study groups, three assessing the impact 
of innovation, and four with a more general methodological 
focus (and with innovative proposals not only aimed at specific 
courses but at studies in general).  

2. Use of advanced interactive platforms and innovative digitalised 
materials in university teaching, with 4 papers that discuss as-
pects applied to different subjects (chemistry, computing and 
Arabic). 

3. Team work among university teachers. Tutorials. In this area, we 
find 7 papers that discuss transversal aspects, innovation groups, 
networks and collaborative work between groups of teachers. 

4. In the fourth area, which carries the title Planning and the com-
petency-based assessment of teaching at University.   Practicum, we 
do not find any papers.

The CIDUI held in Barcelona in 2010, under the title “New 
quality spaces in Higher Education”, includes a total of 35 papers 
with the word innovation or impact in their title, and which are 
grouped into different areas as in the previous edition:

1. Assessment and quality of Higher Education. Although most pa-
pers refer to the assessment of competences and different assess-
ment techniques which constitute teaching innovations in them-
selves, there are 5 papers that explicitly carry the word innovation 
or impact in their title, four presenting innovations in assessment, 
and one analysing the impact of active and cooperative learning. 



1497. the impact of innovation on teaching and learning  ❚

2. Promotion of innovation interest groups and/or research in High-
er Education, with 13 papers that refer to innovation projects, 
innovation proposals from teaching networks, innovative uses 
of ICT tools, and some more general and transversal proposals.

3. Planning, strategy and teaching resources in the university classroom. 
While most papers in this area present innovative resources, we find 13 
papers, 8 of which refer to innovations in specific and diverse subjects 
(actuarial mathematics, microeconomics, sculpture...) and another 5 
that deal with more transversal questions aimed at a wider group (net-
works and study groups).

4. Student autonomous learning. In this area, we find 4 papers, two 
of which present virtual strategies and two others presenting in-
teractive resources in fields as diverse as audiovisual translation, 
pedagogy, biology and Greek grammar. 

5. In the last area, that of Internationalisation, we do not find any 
papers explicitly referring to innovation or impact.

The data mentioned in relation to the six first editions of CI-
DUI has been collected from information contained in the dif-
ferent CDs published by the different CIDUIs. For the last three 
editions, corresponding to the years 2012, 2014 and 2016, we have 
been able to carry out a search by analysing the papers published 
in the digital journal of CIDUI. In this respect, for the last three 
editions, the results of the searches carried out in the journals relate 
not only to the titles of the papers, but also to their textual content. 
The search for the two keywords has been carried out in Catalan, 
Spanish and English. 

In 2012, the Barcelona CIDIU carries the title “The University: 
an institution of society” and in the search carried out a total of 
96 papers with the word impact or innovation in the titles or texts 
have been found, which were presented in the different areas of 
the conference:

1. Assessment and institutional quality.
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2. Promotion of interest groups and innovation and/or research in 
Higher Education.

3. Planning, strategy and teaching resources in the university 
classroom.

4. Student autonomous learning.
5. Internationalisation.

With the title “Flexible training models: a response to current 
needs”, the eighth edition of CIDUI was held in 2014 in Tarra-
gona. In this case, a total of 42 papers with the word impact or 
innovation in the titles or texts of the papers have been found. The 
working areas were as follows:

1. Flexible models or training organisation
2. Emerging training programmes
3. Student participation and contribution to university life
4. Innovative teaching/learning methodologies 

The last edition of CIDIU, held in Bellaterra (Barcelona), took 
place in 2016 under the general title “The impact of innovation on 
teaching and learning”; a title that coincides with the theme we are 
concerned with here, and which we will therefore pay particular 
attention to in the remainder of this chapter. 

The areas into which the papers were grouped are:

1. Analysis of the impact on university teaching and learning, with 22 
papers that include the word innovation or impact in their title.

2. New training scenarios, with 5 papers.
3. Professional development, with 21 papers.
4. Innovative teaching/learning methodologies, with 5 papers.

Table 1 shows the evolution of the number of papers according 
to the search for the two keywords in the papers presented at the 
different editions of CIDUI, allowing us to observe how the ini-
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tial impact generated by the Bologna process on teaching has led 
to a growing interest not only in the introduction of innovative 
methodologies and good teaching practice, but also on the need 
to evaluate their impact on student learning.  

Table 1. Innovation and its impact throughout the different editions of CIDUI

Edition of CIDUI Papers accepted Papers on innovation and its impact N (%)

2000 227 0 (0.0).

2002 275 11 (4.0).

2004 452 8 (1.8).

2006 665 24 (3.6).

2008 502 25 (5.0).

2010 510 35 (6.9).

2012 507 108 (21.30).

2014 372 47 (12.63).

2016 298 51 (17.11).

Source:  Own design

2. Innovation in different areas of knowledge

The introduction provided in the previous section indicates that 
interest in innovation has grown considerably since the first CI-
DUI conference. However, we would like to consider if this in-
terest is specific to the studies of faculties of education, or if it is 
a more general concern. To answer this question we need to look 
more closely at the papers presented at the conference over the last 
16 years. The databases consulted during the previous section do 
not allow us to access this level of detail and, as a result, we have 
consulted the database of the CIDUI conference organisation, 
which provides data not only on the papers presented (title, author, 
affiliation), but also on the areas in which they were presented, 
along with keywords. This database only provides data for the last 
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three editions of the conference, and we have therefore decided to 
concentrate on these.

Regarding areas of knowledge, the area of Educational and Psy-
chological Sciences is the one with the most participations (from 
38.36% to 51.35%), with papers related to teaching innovation and 
the impact this has on the learning process. Participation from this 
area is particularly notable and much more advanced than other 
areas of knowledge. In second place, we find Social Sciences, with 
a very active participation (from 16.44% to 19.28%) in the three 
years analysed.

Table 2. Papers related to innovation and its impact, by areas of knowledge

2012 2014 2016

Health Sciences 8 9.64% 5 13.51% 13 17.81%

Sciences 2 2.41% 1 2.70% 3 4.11%

Social Sciences 16 19.28% 6 16.22% 12 16.44%

Educational and Psychological Sciences 37 44.58% 19 51.35% 28 38.36%

Literature and Humanities 9 10.84% 4 10.81% 7 9.59%

Architecture and Engineering 7 8.43% 2 5.41% 8 10.96%

Others 4 4.82% 0 0.00% 2 2.74%

83 100.00% 37 100.00% 73 100.00%

Source: Own design

In third place, we would like to highlight the participation of 
the Health Sciences, for the notable increase in their participation 
at CIDUIs, which increases from 9.64% in 2012 to 17.81% in 
2016. After this we find Humanities, whose level of participation 
tends to stand at around 10%; and, finally, Architecture, Engineer-
ing and Sciences. Under the heading “Others” we have grouped 
studies presented by teaching innovation networks including the 
participation of tutors who belong to different areas of knowledge, 
by quality offices, or by other bodies or entities not linked to a 
specific area.
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Graph 1. Participation at CIDUI conferences by areas of knowledge

Source: Own design

Table 3 shows the themes on which at least three papers have 
been presented in at least one of the three years studied; themes 
that do not reach this minimum can be found grouped together 
under the heading “Others”.  

Table 3. Papers related to innovation and its impact by theme

2012 2014 2016

PBL 3 3.61 % 1 2.70 % 1 1.37 %

Service learning 3 3.61 % 3 8.11 % 4 5.48 %

Cooperative learning 5 6.02 % 2 5.41 % 1 1.37 %

Other innovative methodologies 9 10.84 % 6 16.22 % 18 24.66 %

Assessment 5 6.02 % 2 5.41 % 1 1.37 %

Competences 7 8.43 % 0 0.00 % 2 2.74 %

Teaching innovation projects 9 10.84 % 2 5.41 % 5 6.85 %

Interdisciplinarity 3 3.61 % 0 0.00 % 0 0.00 %

Professional practices 9 10.84 % 4 10.81 % 10 13.70 %

Quality 2 2.41 % 1 2.70 % 3 4.11 %

Final degree project 3 3.61 % 3 8.11 % 1 1.37 %

ICT 7 8.43 % 3 8.11 % 13 17.81 %

Others 18 21.69 % 10 27.03 % 14 19.18 %

83 100.00 % 37 100.00 % 73 100.00 %

Source: Own design
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Regarding thematic areas, we can observe a wide diversity of 
interests. In the 2012 CIDUI conference, the main interest focused 
on innovative teaching methodologies, with 20 papers being pre-
sented on: Cooperative learning, PBL, Service learning and Other 
innovative methodologies. In the first two themes, it seems that 
interest drops over the course of the conferences; in contrast to 
Service learning and Other innovative methodologies. In this latter 
group we find experiences related to the use of play in the class-
room, methodological flexibility, the use of public spaces, gardens 
for health, life stories, etc. 

This is followed by teaching innovation projects, with 9 pa-
pers presented, and competences, with 7. However, in both cases 
it seems that interest in the theme drops in subsequent editions of 
the conference.

Graph 2. Papers presented at CIDUI conferences by theme

Source: Own design

In the CIDUI conference of 2014, the number of papers pre-
sented saw a notable decrease in relation to 2012, and the same 
occurs with those related to innovation and its impact. In that 
edition, interest was focused on the application of innovative meth-
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odologies, with 12 papers, followed by professional practices with 
4, while Final degree projects and the use of ICT in teaching were 
covered by 3 papers. In the CIDUI of 2016, we find once again 
that teaching methodologies top the participants’ interest list, with 
24 papers, followed by the use of ICT, with 13, and professional 
practices, with 10. In this latter case, we would like to point out 
that this heading includes all papers related to practices in business-
es and institutions, professional simulations and entrepreneurship. 

Finally, if we relate the different themes by area of knowledge, 
we can also observe a considerable degree of diversity. In Health 
Sciences, 23.81% of papers presented are related to professional 
practices and also 23.81% with innovative teaching methodol-
ogies. In the field of sciences, 54.55% are on innovative teach-
ing methodologies. In Social Sciences, 23.53% are on innovative 
teaching methodologies and 17.65% on professional practices. 
In education and psychology, interests are similar to the previ-
ous area, with 30.95% of papers related to innovative teaching 
methodologies and 17.52% to professional practices. In the area of 
Humanities, 20.00% are on innovative teaching methodologies, 
and another 20.00% are on innovative teaching projects; while in 
engineering and architecture, 35.29% are on innovative teaching 
methodologies.

Table 4. Papers related to different themes with respective fields of knowledge

Health 
Sciences

Sciences Social 
Sciences

Education 
and Psy-
chology

Humani-
ties

Engineer-
ing

Others

PBL 4.76 % 9.09 % 2.94 % 2.38 % 0.00 % 0.00 % 0.00 %

Service learning 9.52 % 0.00 % 2.94 % 8.33 % 0.00 % 0.00 % 0.00 %

Cooperative learning 0.00 % 0.00 % 0.00 % 3.57 % 10.00 % 11.76 % 16.67 %

Other innovative 
methodologies

4.76 % 54.55 % 17.65 % 16.67 % 10.00 % 23.53 % 0.00 %

Assessment 9.52 % 0.00 % 0.00 % 4.76 % 5.00 % 5.88 % 0.00 %

Competences 4.76 % 0.00 % 5.88 % 4.76 % 5.00 % 0.00 % 16.67 %
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Health 
Sciences

Sciences Social 
Sciences

Education 
and Psy-
chology

Humani-
ties

Engineer-
ing

Others

Innovation projects 4.76 % 9.09 % 8.82 % 7.14 % 20.00 % 5.88 % 0.00 %

Interdisciplinarity 0.00 % 0.00 % 0.00 % 2.38 % 5.00 % 0.00 % 0.00 %

Professional practices 23.81 % 9.09 % 17.65 % 9.52 % 10.00 % 5.88 % 0.00 %

Quality 0.00 % 0.00 % 0.00 % 3.57 % 0.00 % 5.88 % 33.33 %

Final degree project 4.76 % 0.00 % 2.94 % 4.76 % 0.00 % 5.88 % 0.00 %

ICT 9.52 % 0.00 % 17.65 % 13.10 % 10.00 % 11.76 % 0.00 %

Others 23.81 % 18.18 % 23.53 % 19.05 % 25.00 % 23.53 % 33.33 %

100.00 % 100.00 % 100.00 % 100.00 % 100.00 % 100.00 % 100.00 %

Font: Elaboració pròpia

3. The impact of innovation and its assessment at CIDUI 
2016

In this final section we will focus on analysing the IX CIDUI, held 
at the Autonomous University of Barcelona (UAB) between the 
5th and 7th of July 2016, which was specifically dedicated to our 
theme of concern: to a reflection on the impact that innovation has 
on teaching and learning. We will now present a selection of the 
different areas focused on at the plenary conferences in relation to 
this theme, which in turn served as a framework of reference for 
the different contributions presented during the conference.  

The impact of innovation and its assessment was the central 
theme of the inaugural keynote speech delivered by Dochy (2016), 
in which he presented the basic conditions needed for innovative 
teaching to have an impact on student learning. As a first condi-
tion, Dr. Dochy considers it necessary to stop conceiving lectures 
as the only method of teaching, given that, according to his own 
research and that of other scholars, such as Dr. Carl Wirman, Phys-
ics Professor at Stanford University and Nobel Prize winner who 
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has studied this issue, what students are able to remember from 
lectures in the mid- and long-term is very little; between 10 and 
20% of the content delivered. The second condition that Dochy 
highlights is that students must be capable of using at least two 
languages to communicate.

He puts forward these conditions taking into account the new 
social and professional demands: businesses and the labour mar-
ket are not interested in whether a student has remembered what 
they have learned, but rather that they are able to use what they 
have learned at University in a professional context, with particular 
emphasis placed on transversal competences, such as team work, 
creativity, problem-solving skills, the capacity to collect and select 
relevant information, commitment, responsibility and the capac-
ity for lifelong learning, etc. These competences are not learned 
in a linear way, from a single book or source of information, but 
are learned laterally, which is to say using different resources at 
different moments in time. Consequently, this requires new and 
different teaching methods.

After establishing these bases, the speaker raises the question 
of whether teachers are prepared for this innovation and how they 
need to be trained and supported to be able to face up to this chal-
lenge. In other words: how to increase the impact of innovation on 
teaching and learning,

Dochy responds to this question by sharing the results of two 
studies carried out by his research group. The first analyses over 
25 training programmes from different universities, while the 
second collects the opinions of businesses and students on these 
programmes. The results of these studies show 10 key differenc-
es between the programmes in relation to whether they have an 
impact on student learning. The programmes that have the most 
impact are those in which teachers work in groups; have a shared 
vision of what it means to teach and learn;  include project work 
and problem-based learning; learning is considered to be reciprocal 
(between students and between tutors and students); feedback is 
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given (tutors say they don’t have time for this, but researchers sug-
gest less classes and more feedback); there is fluent communication 
between groups and during projects; knowledge is shared; there is 
mutual trust (the most important factor in group work); the main 
objective is student learning (not only the scientific knowledge that 
we consider to be important); reflection is promoted and students 
are required to be responsible for their own learning: by being 
required to do things, to take responsibility and to feel involved.

The speaker closes his talk by suggesting that 7 basic principles 
must be taken into account to achieve High Impact Learning: 

1. Start by presenting something that students perceive as a problem or un-
known that they want or need to resolve. It is sometimes difficult to 
find this within our subjects, but if we manage to awaken students’ 
curiosity, interest and motivation, high impact learning increases.

2. Promote action. This facilitates learning and helps it to be more 
enduring. More learning occurs when ideas are shared with peers 
or with tutors, when knowledge is generated through discussion, 
and when projects are developed, since these forms of learning are 
more functional and meaningful.

3. Use hybrid methods, blended learning and flipped classroom 
techniques. Information provided by the tutor should facilitate 
and guide student activity. With this system, students learn better 
and remember what they have learned for longer.

4. Give students responsibility. So that they have to make decisions, 
be autonomous, feel that they belong to a project, and that their 
skills are recognised. Encourage them to see their own potential.

5. Promote collaboration. Team work. Also promote work in net-
works or with a coach.

6. Create opportunities for learning informally, outside the class-
room.

7. Consider assessment as a component of learning. Give positive feed-
back during the process to motivate; not only negative feedback which 
generates frustration.
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Finally, regarding this last principle, Dochy believes that uni-
versities today present three problems that need to be addressed to 
ensure that innovation has a greater impact: 

1. teachers dedicate a considerable amount of time to preparing, 
doing and correcting exams; 

2. students only study the day before an exam;
3. formative assessment is generally not used when grading stu-

dents.

On the basis of the framework provided by Dochy, other speak-
ers at CIDUI 2016 present more specific and complementary as-
pects related to ways in which the impact of innovation on teach-
ing and learning can be increased. One of these is Sharples (2016), 
who considers that teaching methods should be based on evidence, 
which is to say on methods that can be shown to be effective. He 
also emphasises the need to design programmes well, in a way 
which makes them sustainable and personalised, thinking not only 
about the tutor and the classroom, but also in terms of the entire 
university or in university teaching in general. Sharples also high-
lights the value of the computer tools available, such as massive open 
online courses (MOOCs), which, as well as promoting universities, 
also offer a sample of these methodologies.

Mejlgaard (2016) expresses similar ideas when he suggests that 
achieving excellence in teaching is one of the key challenges of 
Higher Education Institutions. In his opinion, national policies 
are needed, and it is important to recognise the value of education 
for society, as well as the interaction between society and science. 
He also proposes specific changes to incentivise teaching teams 
and to create spaces for educational innovation, to foster the use of 
ICT, to plan educational activities that promote critical thinking 
and reflection, to take into account learning results, and to develop 
participative and stimulating activities. Students should be respon-
sible for their own learning.



❚  university teaching and innovation160

The last contribution selected as representative of the theme 
we are concerned with is the one provided by Peat (2016). In the 
interview carried out, the author presents the SoTL project (Schol-
arship of Teaching and Learning) developed in some universities in 
the United Kingdom with the objective of teaching to promote 
learning. The aim of the project is to integrate theory and prac-
tice and to bring learning to a meta level. In other words, when 
knowledge is put into practice, it is important to reflect on this 
practice and to share it so that others can learn with and from us; 
from what we do and how we do it, so that they are able to con-
struct, improve teaching and promote learning. The final objective 
is student learning. Work is carried out in institutional teams, and 
the faculties involved share their experiences on how to teach to 
promote learning. SoTL provides a platform that helps peer teach-
ers to assess the different alternatives available to be able to carry 
out their own practice. The challenge lies in getting tutors to see 
that even if they have been teaching for years, they can still learn 
from their colleagues, sharing things and working in an interdis-
ciplinary way.

4. The impact of innovation and its assessment in the 
papers presented at CIDUI 2016

As seen in the previous sections, numerous papers are presented 
in which innovation has a central part. However, this section will 
concentrate on how some of the innovative experiences carried out 
in this most recent edition of the conference assess impact and as-
sessment. The information source used has been CIDUI Magazine 
No. 3 (2017).

We observe that the studies presented at CIDUI 2016 cover 
classroom experiences carried out in schools, universities and in-
ter-university, in different fields, themes and cycles of university 
education. One of the aspects that is particularly highlighted in 
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these papers is the use of ICT in teaching and learning processes; 
an aspect which is also emphasised in the keynote speeches. Par-
ticular mention is made of the use of MOOC. These are presented 
as a challenge for universities, teachers and distance learning, with 
papers discussing different themes and platforms. The results of 
the studies presented show how MOOC could transform educa-
tion and have an impact on academic performance, on student 
satisfaction, and on the tutors’ role and the institutions that choose 
to pursue this model. In order to assess the quality of these kinds 
of courses, some studies offer assessment criteria which have been 
agreed upon by different institutions that help establish quality 
indicators in the development and implementation of MOOCs. 
From a more critical standpoint, some authors suggest that despite 
the euphoria generated by this option, an in-depth evaluation of 
the educational value of this modality remains pending.

Experiences using other technological modalities are also pre-
sented, such as the development of a virtual space that enables 
shared teaching, bringing together students and teachers from dif-
ferent countries and universities in one single educational module; 
a study that assesses the impact of a virtual tool aimed at fostering 
autonomous learning from the students’ perspective; the use of 
optional feedback in online collaborative learning processes; the 
contribution of a website created specifically to improve some as-
pects of oral production; or video games as a methodological tool. 
According to the authors, the impact of these innovative proposals 
is very positive, particularly when observing the results of students 
who have used these resources. They consider that ICT facilitates 
the learning process and allows them to respond to current pro-
fessional challenges. These experiences also obtain positive evalu-
ations from tutors, who are able to adjust their feedback more to 
their students’ needs. Another group of studies present innovative 
projects to be able to implement and assess transversal competenc-
es. These contributions focus on the classroom context and are 
evaluated through self-assessment or student perceptions through 
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diaries, tutorials, self-reports and questionnaires.  Students’ evalu-
ations are positive and show that these innovations increase their 
interest and motivation. It seems, however, that further work is 
needed to develop more systematic work on these competences and 
to include them in degree programmes.

The impact of innovation on practicum and external practices 
carried out on the different degree programmes is another focus of 
attention within the studies presented. These papers highlight the 
relation between University and society, the need to link academ-
ic knowledge with professional practice; which is also one of the 
aspects highlighted in the keynote speeches as having a decisive 
impact on educational innovation. The authors present different 
proposals, ranging from one that promotes the value of collabora-
tive reflection among students, tutors and other professionals, in 
the analysis of real cases, emphasising the value that this shared 
reflection has, both in terms of the practicum model and in the 
subsequent professional development of students; to a comparative 
study of the impact of local and international business internships 
which, on the basis of a questionnaire completed by students who 
have participated in the two different types of internships, shows 
that students consider international internships more satisfactory, 
even though they see more chances of obtaining work later in local 
businesses. The service learning model is also presented as an op-
tion that helps link theory and practice, since it has a considerable 
professionalising potential and fosters the development of specific 
and transversal competences.

With the objective of linking the university world with the pro-
fessional world and fostering employability, some papers focus on 
the final projects of Master’s degrees or doctoral studies. Evalua-
tions based on student opinions are positive, since they consider 
that the kind of assignments set are in line with professional activ-
ity. Instruments are also presented to be shared and used online by 
the different actors of the academic and professional context, thus 
facilitating communication between them.
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From a more institutional perspective, another aspect high-
lighted, which also coincides with the keynote speeches, is the 
quality of training programmes and teacher training.  Papers 
presenting these experiences focus on analysing and monitoring 
degree programmes, the coordination of subjects, and teach-
er training, highlighting the need to develop mechanisms that 
facilitate institutional assessment and that ensure the constant 
and sustainable improvement of degree programmes. The papers 
conclude that these innovations help promote critical thinking 
and reflection among teachers, thereby facilitating the acquisition 
of specific and transversal competences that impact on student 
motivation levels. However, the need for institutions to become 
involved in order for such innovations to have a real impact is 
made manifest.

Finally, we will refer to two papers that provide a more general 
analysis of the impact of educational innovation. The first paper, 
presented by Torres, Sala and Farré (2017) carries out a bibliomet-
ric analysis of educational innovation between 2008 and 2014, 
taking as a sample four journals that focus on the theme, that are 
published currently, and that can be accessed freely online and 
that are not limited to one single field of knowledge. The results 
show that two thirds of the activities published are carried out 
collaboratively between two or more tutors and are published in 
the universities where they work. Only 12.6% of the articles an-
alysed are signed by authors who belong to different institutions, 
and this percentage drops when we analyse cooperation between 
Spanish and foreign universities (3.5%). While the publications 
analysed accept articles in Spanish, Catalan, Galician, English, 
French, Portuguese and Italian, 60% have been published in Span-
ish and English has been used in approximately 4% of the studies. 
Regarding the themes discussed, 56.6% of the studies analysed 
focus on ICT and 16.3% have been developed in a transversal way 
between different fields of knowledge. According to the authors, 
the analysis of the bibliographical references of the journal articles 
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indicates the obsolescence and isolated nature of the production in 
teaching innovation.

The second paper presenting an analysis of the state of the ques-
tion is presented by Feixas, Martínez, Pallás and Quesada-Pallarès 
(2017), who describe the conditioning factors of teaching inno-
vation implementation and its impact on the culture of learning 
at University. The authors present a model developed in previous 
studies, which identifies a set of fourteen factors, grouped into 
six scales, which may help boost the impact of innovation: the 
design of the innovation, the characteristics of the teacher who 
implements it, the teaching culture of the participating group, the 
contextual conditions, the students, and the impact on the insti-
tution. While the results are based on a questionnaire completed 
by two-hundred people, including participating academics and 
participants in innovative projects from a public university, and 
could therefore be considered non-transferable to other contexts, 
the results could help provide a reference point for subsequent anal-
yses. The authors conclude that two factors need to be focused on 
in order to improve the impact of innovation: one the one hand, 
the “conditioning factors” need to be improved, including admin-
istrative and technical conditions that enable the sustainable im-
plementation of innovation, and, on the other, it is important to 
ensure the recognition and visibility of innovation, so that it can be 
institutionalised and can pave the way for a new culture of teaching 
and learning.
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8. THE UNIVERSITY: AN INSTITUTION OF 
SOCIETY

— Núria Ruiz, Manel Fandos
Rovira i Virgili University

1. Introduction

In recent years the political, social and economic pressure for Eu-
ropean universities to modernize, to become “up to date”, to “reno-
vate” themselves or even for a “Renaissance”, has increased greatly. 
Currently there is an awareness that higher education in Europe is 
going through a difficult stage, or is in a “crisis”, at the same time 
that universities have recognized their role as an essential factor in 
the development of societies in the age of knowledge and globali-
zation. Therefore, in the previous decade two reforming currents 
began to develop to promote the main transformation necessary 
in higher education in Europe:

• on one hand, the intergovernmental process of Bologna, with 
a focus centred on enhancing greater convergence in the struc-
ture of degrees, and which involved almost all of the countries 
in Europe;

• and on the other hand, the Lisbon Strategy of the European 
Union, which places the emphasis on the modernization of the 
university policies of member countries.

The development of these two processes organizes the new 
framework of the European Area of Higher Education (EAHE), 
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which constitutes one of the key determinants of the challenge to 
modernize European universities.

Currently, one of the main objectives of educational institutions, 
and more specifically, of universities, is to define their relationship 
with society and its implications. They need, at least, to increase 
and generate knowledge, improve the capacity of the university 
lecturers to teach and facilitate learning, implement the new par-
adigms on quality of the EAHE and disseminate and show their 
results (Brennan, King, Lebeau, 2004). Therefore, it is essential to 
develop research and innovation activities that help to overcome 
and renovate the traditional view of the function of the university.

A first step for enhancing this is to integrate the results of teach-
ing and research into practical applications and promote innova-
tion. This step will be successful in the measure that  teachers 
develop scholarship in their profession, without obviating any of 
the phases: make the knowledge public; that the knowledge is an 
object of critical review and evaluation for the rest of the teaching 
community; and that it is used to generate more knowledge.

2. CIDUI, a space of construction and dialogue

The professor Robert Cowen (London University), in the inaugural 
conference of CIDUI 2012, outlined the elements that make up 
the relationship between the university and society. He highlighted 
a first level of relationship marked by the economic and political 
discourse of every country or region that is reflected in the way in 
which the university interacts with society. The professor Màrius 
Rubiralta (University of Barcelona), who shared this debate with 
professor Cowen, recognized this first level inside the Spanish and 
Catalan university model. But beyond all the affecting factors he 
emphasized a second level of relationship that is more influential 
and which could prevail over the rest. He stated that it is the people 
– with their ideas and beliefs, with their knowledge and actions – 
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who define the model of the relationship between the university 
and its context.

We believe that it is this last idea that shapes the essence of the 
congress and brings us together in this text. Talking about CIDUI 
is the same as talking about the people that form it, about everyone 
who has participated, that have nurtured it and made it grow; the 
teachers, the experts and the entire educational community that 
has contributed to the discourse and that in the different meeting 
spaces have shared conferences, workshops, debates, exhibitions or 
even a simple coffee.

It is, then, from the analysis of these spaces and the work that 
the people who have attended CIDUI have developed, that we 
take up the challenge of analysing the dialogue generated around 
the university.

We know that the university-society discourse has been influ-
enced by conversations that, according to Haug (2009), have been 
focused on:

• the different educational changes, especially the ones generated 
from the implantation of the European Area of Higher Educa-
tion (EAHE);

• the increase in the implantation of quality models and measures 
for improving teaching;

• the redefinition of the competence model of the university fac-
ulty and of the professional and academic trajectory of the ed-
ucation professionals;

• understanding the reputation of the university based on en-
hancing its social role in training, selection and socialization of 
the social class;

• its implication in the renovation of knowledge and its influence 
on the local economic impact;

• management and governance
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Rubiralta (2012) commented that this relationship requires an 
ordered revision of the different elements that make up the univer-
sity, and it is therefore important to analyse how the current ped-
agogical discourse that surrounds the modern university and that 
involves aspects related to the faculty, the training of competences, 
and the learning or methodological strategies, among others, have 
come about.

It is also important to reflect on what is the university’s mis-
sion and whether it is transparent and shared by everyone. One 
of these functions is the need to spread knowledge and become 
a model of technological transfer – connected to the productive 
industrial sector – and that the Law of University Reform (LRU, 
1983) has already advanced between its lines. The evolution of this 
role, that clearly universities have to develop, and the fact that there 
are a growing number of initiatives of participation in the regional 
processes of innovation and development, leads to the notion of 
knowledge transfer and to its contextualization as a third mission 
of the university, through the development of a model that relates 
innovation, the university and its context. In the Spanish model  
the third mission of the university has been defined as the set of 
activities of knowledge transfer of the Social Responsibility of the 
University (RSU). It is a definition oriented towards the “respon-
sible” transfer of knowledge and technology resulting from the 
public research that increases the appearance of new systems of 
innovation through the creation of companies (start-ups, spin-offs, 
etc.), and that has directly influenced the new teaching models and 
the increase in innovation in this area.

In this context, we attempt to show and reflect on some of the 
dialogues that have been generated in relation to the three types 
of relationships (Figure 1):

• teaching and students, which is the pedagogical discourse that 
has been constructed from the elements of the didactic renova-
tion, internationalization and teacher training, among others;
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• research and society, understood as a space where the university 
becomes an engine of society, of progress and of the training of 
citizens through science;

• teaching and society, as university institutions have a public 
character and define social actions inside the so-called third mis-
sion. Furthermore, actions related to the communication and 
transfer of knowledge to society are carried out.

Figure 1. Relationships between teaching, society and learning

Source: authors

We do this based on the almost twenty years of CIDUI; through 
the participation of the attendees, the presentations by experts and 
the work contributed by teaching research networks, which have 
all enriched this conference.
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3. Teaching and students: Learning-service and 
internationalization

3.1 Learning-service

The ApS is a unique project in which the teaching staff and stu-
dents develop activities and/or projects in collaboration with local 
entities in the study plan subjects, with the objective of improving 
the environment and innovating programs together. More specifi-
cally, it is an educational methodology of integral training that de-
velops civic and social commitment, thus contributing to fulfilling 
social needs and cooperation.

The revision of the works submitted in the different congresses 
shows how this methodology is increasingly linked to the study 
plans in different pathways: External Practices, final degree pro-
jects, final master’s degree projects, and other academic activities 
linked to subjects.

For example, an experience with social projection carried out 
in a subject of the Pharmacy Degree of the UB was presented in 
CIDUI 2016. It is centred on the Ferran Soldevila Gardens of the 
historical building of the UB. The results have been consolidated 
in the elaboration of a series of botanical records that are accessible 
to everyone (Simon, Benedí, Blanché and Bosch, 2016). Therefore, 
this experience has culminated in the creation of a new open di-
dactic resource available for society at large.

3.2 Internationalization

As a consequence of the process of adaptation and harmonization 
of the degrees in the European Area of Higher Education, a process 
of internationalization of our universities has inevitably occurred. 
The mobility of the student body, of the teaching staff and of the 
graduates between all of the countries of the European Union is 
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a reality. Among other actions, new international teaching pro-
grams have been designed in which English has been established 
as the vehicular language for teaching. Exchange programs have 
been created and the external international practices have been 
regulated. The challenge of internationalization has required, and 
still requires, that there are spaces for discussion and reflection to 
be able to establish new educational methodologies appropriate for 
the new teaching scenario.

In most current study plans it is necessary to be fluent in Eng-
lish as the international language. Further, some universities, as is 
the case of Catalan universities, require the accreditation of a for-
eign language at the end of the studies with a level equivalent to B2 
of the Common European Framework of Reference for Languages. 
Therefore, universities must offer the resources necessary for stu-
dents to acquire linguistic competences, and thus, the actions of 
innovation for improving this competence are of great interest.

In the 2016 edition of CIDUI a collaborative project between 
the Faculty of Veterinary Science and the UAB Language Service 
was presented, derived from the confluence of two independent 
initiatives: the project for the introduction of teaching in English 
in the degree subjects taught in the Faculty of Veterinary Sciences, 
and the design of a program by the UAB Language Service to 
train teaching staff to be able to teach in English (Solà and Martín, 
2016). In this study, the authors conclude, among other things, 
that to guarantee quality teaching in English the faculty involved 
should have a minimum level equivalent to C1. In terms of the 
internationalization of the studies, in CIDUI 2014 Rovira i Virgili 
University presented a pilot plan: “The internationalization of stud-
ies to work in a global world: What skills, what training?”. Based 
on the idea that providing the students with a curriculum for in-
ternationalization is also to equip them with interculturality skills 
and preparation for a global citizenship with local connections and 
responsibilities, the authors of this communication analysed the 
level of internationalization of three URV degrees and suggested 
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actions to perform to promote greater internationalization (Iranzo, 
Ardèvol, Catalán and Poblet, 2014).

Another experience was carried out in the framework of the 
Pharmacy Degree of the UB (Pujol and Escolano, 2016). Faced 
with the growing demand from students to do external practices 
outside the country, actions were initiated for enlarging the offer 
and increasing the number of places each year. All of these efforts 
were reflected in the improvement of the training practice and in 
the increase in skills acquired by the graduates, especially in those 
related to the acquisition of professional experience outside the 
country and the improvement of language skills.

In the ambit of international mobility it is important to acquire 
intercultural communication skills. In this sense, the Section of 
Germanic Studies of the Department of Modern Languages and 
Literature of the UB Faculty of Philology, carried out a project in 
the Faculty of Economy and Business with the collaboration of 
the International Relations Office that aimed to offer a space to 
develop collaborative, autonomous and reflectional interaction to 
develop the intercultural skills in internationally mobile students 
with countries that speak German. In the 2016 edition of CIDUI, 
its authors presented the results of the design and the implemen-
tation of a model of tutorials between peers (Panadés and Fernán-
dez-Villanueva, 2016).

A communication presented in CIDUI 2014 showed that the 
international students come from very diverse countries and it is 
necessary to make an effort to go deeper into the new cultural 
reality and adapt teaching to their needs. A UAB master’s degree 
found that students came mainly from China although the vehic-
ular language was English, and therefore it was necessary to adapt 
the teaching to the characteristics of the classroom (Recoder-Sell-
arés, 2014).
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4. Research and society: Citizen science and 
sustainability science 

The research carried out in universities should help society under-
stand what happens in its environment. It is not only necessary to 
research according to the necessities of society but also to share the 
knowledge obtained from the research.

One of the R+D+i programs of the 2017-2020 State Plan, like the 
one corresponding to the period 2013-2016, is oriented towards the 
challenges of society. It is an action with the purpose of promoting the 
generation of scientific knowledge oriented towards determining solu-
tions to problems presented in the challenges of society identified in 
the Spanish strategy of Science and Technology and Innovation and 
in the state plan of Scientific Research and Technique and Innovation.

Furthermore, publicly funded research projects must include 
the diffusion of the results so that society has access to them. Re-
search can be disseminated through the publication of the results 
in specialized journals (if possible in open-access journals), through 
the open publication in institutional records, in the participation in 
congresses, symposia and conferences or through the use of social 
network tools (science 2.0).

In fact, CIDUI is in itself an opportunity for spreading research 
results from the area of university teaching innovation.

A large part of the research and innovation activities financed 
with public money for the period 2014-2020 are centred on the 
program Horizon 2020. The new term Responsible Research and 
Innovation (RRI) has been included in this program to group to-
gether a series of transversal concepts that relate science and in-
novation to society. The “Science with and for society” program 
has been defined with the aim of promoting and facilitating un-
derstanding of RRI through actions for achieving greater citizen 
participation in science and greater commitment from researchers 
to society, and increasing the importance of research and innova-
tion policies for society.
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RRI is structured in six key axes: citizen participation and im-
plication, ethics, scientific education, gender equality, open access 
and R+D+I management.

The first of these axes, citizen participation and implication, is 
a practice that allows greater public participation and favours the 
democratization of science. In 2015 the European Association of 
Citizen Science (EACS) elaborated a document that brings togeth-
er the ten key principals that promote good practices in citizen 
science. Among these, the principals that refer to citizens being 
directly involved in scientific tasks that generate new knowledge 
stands out.

One of the aspects to take into account at the time of designing 
research projects is sustainability. The science of sustainability has 
to do with the research and education that produce new knowledge 
that will allow societies to best face the global and local problems 
related to sustainability. Any kind of research can consider this 
aspect.

Recently the document “Guidelines for sustainability science 
in research and education» was drafted based on the international 
UNESCO project «Broadening the Application of the Sustain-
ability Science Approach». The science of sustainability requires 
new approaches in the area of higher education and that is why 
reflection on this concept is so necessary.

In this line, in the framework of CIDUI 2014, UPC presented 
a project that promoted the learning and capacity for analysis in 
urban intervention and the actions in infrastructures. This was an 
experience of sustainability science that stimulated social change 
and the environmental awareness of its participants through the 
design of a series of proposals for integrating the North Campus 
into its urban surroundings (Roca, Villares and Oroval, 2014).
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5. Teaching and society: Communication and social 
innovation 

5.1 Communication

All university activity generates communication (teaching, research, 
relationship with society, and management). Universities periodical-
ly approve their global communication plans because every program, 
every action and every unit has its own particular plan of action. The 
communication plans bring together the actions that the university 
will carry out in a determined period, oriented both towards the 
internal and external public. For example, the plan of Rovira i Vir-
gili University, awarded the Best Plan of Communication in 2016 
by the Catalan College of Journalists, defines the messages that the 
institution will transmit, the target public and the appropriate media 
for reaching this public. It is based on two axes: a decentralized gen-
eration of contents, and the generation of procedures and protocols 
that give consistency to the overall communications of the university.

Social networks also form a part of the communication plan. 
These are differentiated from the traditional communication chan-
nels because they allow conversations between the users that form 
part of the community, and who have a great potential of social 
interaction and collaboration. Good use of these networks can en-
hance both the teaching and the research of the institution. The 
use of social networks has greatly increased over recent years, both 
by the student body and the teaching staff. This has generated a 
demand for integration of these tools into the teaching ambit (Tess, 
2013) as well as new research lines. For example, in CIDUI 2012, 
the University of the Basque Country presented  a communication 
that analysed the potential of twitter in the academic world and 
showed the great interest of this tool for both teaching and research 
(Arana, Cabezudo, Morais and Peñalba, 2012). However, the gen-
eralized use of this tool depends on the use given to it by the teach-
ers and researchers as protagonists of the methodological change.
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5.2 Social Innovation

In the document elaborated in 2007 in the 5th summit of the Bo-
logna process in London, emphasis was placed on the essential role 
played by higher education in the promotion of  social cohesion, 
in reducing inequalities and in society’s access to knowledge (Vil-
la and Villa, 2007). The term social innovation appeared, which 
refers to a large spectrum of innovative solutions to social and en-
vironmental problems.

An example of the application of social innovation that was pre-
sented in CIDUI 2016 is that of the community vegetable gardens 
of the Rovira i Virgili University. This project encourages learning 
based on environmental and social values and is a way of investing 
in society what society has invested in education. Furthermore, 
the academic campus is opened to citizens through the promotion 
of cultivating ecological products and transmitting the culture of 
global sustainability (Borràs and Villavicencio, 2016).

Also in 2016, the group Structure and Dynamics of Aquatic 
Ecosystems of the University of Cádiz showed how they had de-
tected that the local population knew very little about the coastal 
ecosystems of the Bay of Cádiz. To bring science closer to society 
they created a volunteering and environmental education program, 
Fanerógamas Marinas –FAMAR (Egea, Jiménez-Ramos, Ramírez, 
Brun and Vergara, 2016).

These and other examples demonstrate the increase in social in-
novation as a strategy for improving the competencies of students, 
given that:

• they suppose the collaboration between the social entities and 
the university with the aim of developing social impact;

• they promote innovation and offer the opportunity to contrib-
ute to the training of a generation of citizens, as well as future 
professionals with a strong social commitment;

• they encourage the teaching dimension from the perspective of 
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the Social Responsibility of the University; instrument for the 
training of professionals with a critical and humanistic spirit.

6. Conclusions

Nowadays, universities are multidimensional institutions (Segarra, 
Lobo, Pablo, Piñol and Teruel, 2011), open to the exterior and re-
ceptive to the economic, social and political changes that surround 
them. They are defined based on the interactions that are generated 
between the people, resources, environment and the rest of society. 
The different types of connections that these institutions generate 
with the exterior lead to relationships of cohesion and trust that 
affect society, the political life, the culture and the economy, and 
that directly influence teaching and research. Analysing the almost 
twenty years of the International Congress of University Teaching 
(CIDUI) (Congreso Internacional de Docencia Universitaria) al-
lows us to revise the connections that the university can generate 
based on its main functions, such as the production of knowledge:

• capacity to generate a product – students – which affects the 
efficiency of the entire territorial system, and influences the 
qualification of the active population because it trains people 
and prepares them to be futures workers;

• the ability to influence society’s quality of life, the image of a 
region and the identity of a culture;

• the capacity to affect the social cohesion, the economic projec-
tion and the ability to cooperate and face the future challenges 
of the area.

In recent years, universities have undergone a change in the 
higher education paradigm, both in the teaching activity and inter-
nal functioning as well as their competitive stance, which implies 
of course, among other things, a redefinition of the didactic field, 
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centred on learning, society’s requirements, skill development and 
lifelong education. We are sure, in this sense, of the importance of 
the role played by meeting spaces like CIDUI, which has become 
a window to society and a space of return where the university 
community has the possibility to analyse and debate the results 
and impact obtained in teaching innovation processes. Although 
it is not easy to make visible the products that are generated in 
the improvement of learning, we are sure that in this university 
framework CIDUI facilitates a dialogue that, according to Barnett 
(2008), is capable of transforming the university in new ways and 
spaces.

We do not want to end this paper without proposing some ideas 
and recommendations that, in one way or another, could guide us 
in possible future challenges:

• transport teaching to society; extend the divulgation of teach-
ing innovation that makes it possible for the results of teaching 
to reach society, make it more participatory and better, and in 
this way, increase the feeling of the universities belonging to 
their local environment;

• encourage multidisciplinary cooperation, the collective work, 
that involves teachers, students and participants of the environ-
ment, and increasingly apply academic research to innovation 
and technological themes that respond to the needs of society;

• share efforts and intensify the cooperation with different higher  
education institutions of other regions and countries, and con-
solidate an internationalized university system.

We encourage all those who are part of the «CIDUI family» to 
form part of a space of exchange and dialogue that enriches the 
scientific discourse around the university-society binomial and that 
serves as a mirror to reflect on what we do. 
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9. UNIVERSITY EDUCATION AFTER 2020: 
TRENDS, CHALLENGES AND NEW SCENARIOS

— Cristina Girona, Lourdes Guàrdia, Xavier Mas
Universitat Oberta de Catalunya

1. Education in the digital society revolution

On 30 April 1993, the CERN3 put the World Wide Web in the 
public domain. Since then, the digital society, as it is commonly 
known, has continued to evolve at a dizzying rate. The process has 
led to profound socioeconomic, sociocultural and socio-technolog-
ical transformation in people’s habits in the use and consumption 
of goods and services. It has brought about radical change in many 
areas of activity affecting daily life and the evolution of industry, 
the economy, science and culture.

During times of such rapid change, it is well worth reflect-
ing on the role played by education. This chapter focuses specif-
ically on higher education and discusses whether this field, like 
the economy, industry, culture and social relations, has also been 
transformed by digitalisation and sketches out possible future sce-
narios. In this context, a number of reports, such as Aprender con 
tecnologia: Investigacion internacional sobre modelos educativos 
de futuro (Fundación Telefónica, 2012) and Escenarios de futuro 
para los digital learners: Tendencias sobre la experiencia digital de 
los usuarios de la red y su impacto en la Educación Superior en línea 

3. The European Organization for Nuclear Research (CERN) was the birthplace of the 
World Wide Web, conceived as a network of linked hypertext documents written in a markup 
language called HTML.
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(Moyano, Bouchet, Paniagua & Mas, 2016) identify sociocultural 
macro-trends to forecast future educational scenarios or identify 
factors for change that could have a major impact on the future 
of education.

Using these reports, factors for change can be identified that 
have the potential to create tension in the current educational eco-
system in the coming decades, especially in higher education, by 
shaking up some of its key elements, such as the role of teachers, 
learning methods and models, course content, assessment and ac-
creditation and, above all, the role of educational institutions in 
society as a whole. Such factors are numerous and diverse. Some 
are technological, while others relate to daily habits or changes 
in the economy and industry. We have selected four which, from 
the current perspective, we believe could have a greater impact on 
the future of universities, and added a fifth, related to exponential 
technologies, which we consider the backdrop to all the others. 
These are discussed below.

1.1 The competency gap and the opening of a second digital divide

There exists a competency gap between the needs and demands 
of the labour market and the professional world and the skills ac-
quired by qualified students on leaving education, especially with 
regard to technology (Moyano, Bouchet, Paniagua & Mas, 2016: 
124). Furthermore, demand for workers with scientific, technolog-
ical, engineering and mathematical skills is expected to increase, 
due to global automation and digitalisation (International Labour 
Organization (ILO), 2017). In addition, a new digital divide has 
begun to appear, now no longer related to access to technology, 
but to its effective and advanced mastery. By way of illustration, 
attention has been drawn to the fact that 40% of the working 
population of the EU lack sufficient digital competence and 14% 
have none at all, while 90% of jobs in the near future will require 
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a range of digital skills (Ansip, 2015; Moyano et al., 2016: 92). On 
top of this, a number of studies indicate possible major differences 
in the capacity and use of digital technology among young people. 
In general terms, a majority group, who use technology on a very 
basic level, and a minority group, who are digitally very active 
and competent, have been detected (Kennedy, Judd, Dalgarno & 
Waycott, 2010; Mas, 2014; Moyano et al., 2016). 

1.2 Automation

We are at the start of a second machine age, where automation pro-
cesses affect not only physical, rudimentary jobs but also advanced 
intellectual tasks. With the support of digital technology, robotics 
and, especially, artificial intelligence (AI), this new wave of auto-
mation is creating a new scenario in which only three areas will re-
quire human intervention, as they are resistant to computerisation: 
creative jobs, social interaction and tools requiring a high degree 
of physical dexterity and capacity for mobility (Brown-Martin, 
2017a, 2017b). The development of advanced AI algorithms, with 
the capacity for self-programming and learning from experience 
(machine learning and deep learning) has created the potential for 
significant progress in machines’ capacity to interact with humans, 
thanks both to their ability to analyse contexts and situations and 
their use of natural language. In the field of education, this change 
has the potential to foster the development or adoption of emerging 
technologies, such as adaptive learning, virtual assistants, affec-
tive computation and natural user interfaces (Adams Becker et al., 
2017; Johnson et al., 2016; Johnson, Adams Becker, Cummins, 
Estrada & Freeman, 2014; Johnson et al., 2015b). And beyond 
this, the impact of automation in education could trigger the ap-
pearance of new agents, such as edubots, to provide support to both 
students and teachers, or systems capable of automatically gener-
ating content and courses through specialised algorithms, based 
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on demand, user behaviour, developing trends and web content. 
Finally, the possible effects of automation on society may require 
the adaptation of academic portfolios and curricula to a social and 
professional environment where creativity and so-called soft skills 
are given greater weight over technical skills and where the job 
opportunities have drastically decreased, creating large numbers of 
people who spend their time on leisure and other activities (Coll 
& Ferràs, 2017).

1.3 Ubiquity and immediacy 

Mobile devices, apps, cloud computing, social media and instant 
messaging have made the environment in which we live our daily 
lives a ubiquitous space where human activity is increasingly dis-
associated from location. The boundaries between personal and 
professional life are increasingly blurred. The physical and digital 
world, the public and private spheres, and the individual and social 
contexts merge and overlap. Anything can happen, anywhere and 
at any time, thus shaping a reality characterised by ubiquity and 
immediacy. In relation to education, the use of mobile devices is 
increasingly accepted as a learning tool. This places this ubiquity 
and immediacy at the heart of educational activity, perceived by 
students as necessary qualities, much as they are considered natural 
aspects of other activities. In this context, according to a survey 
carried out by the company Bradford Networks (Coulombe & 
Michelle, 2013), 85% of education institutions allow both teach-
ers and students to use their devices. In addition, a number of 
reports, such as Diseñando el aula del futuro. Bring your own device 
(BYOD): una guía para directores y docentes (Instituto Nacional de 
Tecnologías Educativas y de Formación del Profesorado (INTEF), 
2016) identify a number of advantages for students and teachers 
in the use of these devices. These include: the creation of innova-
tive, personalised activities; permanent access to learning resources 
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and activities; using the potential of the devices (such as shooting 
photos and videos, sharing and publishing content, instant com-
munication and geolocation); and improving digital competence.

1.4 Blockchain technology

Coming years could see the rise of global learning certification 
systems alongside accreditation from formal education (Moyano 
et al., 2016). The key to this process could lie in the combination 
of so-called open badges and blockchain technology. Since its in-
tegration into the IMS Global Learning Consortium, the Badge 
Alliance has come to be seen as a future international standard for 
open accreditations, especially if awarding badges to learners is 
supported by technology that guarantees reliability, security and 
traceability, all of which can be provided by blockchain technology. 
Initially used to register bitcoin transactions, this technology, when 
applied to education, could help ensure different types of records 
and accreditations, such as those issued by formal and informal 
education institutions and students’ written texts and videos, are 
reliably stored in encrypted data chains distributed securely over 
multiple computers via the web. This would generate a universal, 
decentralised register, independent of all education institutions 
(Sharples et al., 2016; Watters, Long and Eshleman, 2016). Com-
bined with an open badge system, blockchain could be applied to 
fields of lifelong learning, accreditation of informal learning and 
recognition of personalised pathways. It could ensure the reliability 
of professional CVs, facilitating inclusion of achievements related 
to complex skills from a variety of sources (Bartolomé, Bellver, 
Castañeda & Adell, 2017). Some projects and institutions have al-
ready started applying these technologies to accreditation systems. 
Among them are: the University of Nicosia, which uses blockchain 
technology to store exam certificates (Sharples et al., 2016); MIT, 
whose Blockcerts project aims to establish standards for the cer-
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tification of educational programmes using blockchain and open 
badges; and The Open University, whose OpenBlockchain initi-
ative provides a framework for reflection on the topic (Bartolomé 
et al., 2017).

1.5 The exponential society

The development of technologies such as ubiquitous computing, 
mobile devices, AI, robotics, autonomous vehicles, neurotechnol-
ogy and genome editing are a clear indication of the degree and 
speed of change around us (Brown-Martin, 2017a). Some authors 
warn that the digital transformation in numerous areas of human 
activity is greatly accelerated by what is known as exponential tech-
nologies. This concept is based on the observation that, thanks to 
digitalisation, the so-called Moore’s law can be applied to any field 
of technological development (Coll & Ferràs, 2017; Diamandis & 
Kotler, 2013; Ismail, Malone & Van Geest, 2016). According to 
this view, the pattern of technological development occurs simul-
taneously to a similarly exponential reduction in the cost of these 
technologies, which dynamically interact with each other, leading 
to new models and activities. The technologies act as factors for 
change linked to the digitalisation process, pushing human ac-
tivities towards disruptive horizons. According to Coll and Ferràs 
(2017), technological development generates a flow of disruptive 
events that affect the configuration of products, services and busi-
ness models in almost all economic sectors. In the near future, 
this will unleash a flow of disruptive innovations that drastically 
change the configuration of markets.

These and other factors lead one to conclude that we face a 
highly uncertain scenario of change. In the coming years and dec-
ades, the digital society could create unexpected challenges for ed-
ucation, and universities in particular. The ability to identify these 
challenges is the first step toward providing a satisfactory solution.
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2. Challenges to higher education in the digital world

The Horizon Report - Higher Education Edition, which analyses 
editions of the report from 2010 to 2017 (Adams Becker et al., 
2017; Johnson et al., 2013, 2016; Johnson, Adams & Cummins, 
2012; Johnson, Adams Becker, Cummins, Estrada & Freeman, 
2014; Johnson, Adams Becker, Estrada & Freeman, 2015; Johnson, 
Smith, Levine & Stone, 2010; Johnson, Smith, Willis, Levine & 
Haywood, 2011) refers to the upsurge of new challenges, some of 
which appear repeatedly in different editions. These are summa-
rised below, in line with Mas (2017: 142-149):

1. Teaching roles. This topic appears from 2010 to 2013, reappear-
ing in 2017. It expresses the need for teachers to act as guides 
rather than transmitters of content. Further aspects are added 
to the concept when it reappears in 2017, such as adaptation to 
new active pedagogies, competency-based learning and social 
and collaborative learning.

2. Personalised learning. This appears in the 2015 and 2016 edi-
tions. It expresses the need to adapt learning to students’ per-
sonal characteristics, competency profiles and expectations. 
Proposed responses include increasing the application of learn-
ing analytics, developing adaptive learning technologies and re-
viewing academic portfolios, incorporating shorter, more agile 
and more customisable forms of learning.

3. Ubiquity. This appears from 2010 to 2012 and expresses work-
ers’ and students’ legitimate expectations of being able to work 
and study anywhere and at any time, amplified by digital tech-
nology. This does not just include mobile devices, social media 
and instant communication channels, but also cloud comput-
ing environments and applications. It suggests education needs 
to extend its field of action into this ubiquitous space, using the 
same digital environments, channels and tools that operate in 
personal and professional life.
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4. Digital competence. This appears from 2015 to 2017. It expresses 
the need for digital literacy among both students and teachers. 
The development of digital competence, in its broadest sense 
rather than its merely instrumental aspects, is essential to the 
development and consolidation of educational practices based 
on new pedagogies, which use the full potential of the web and 
digital technology.

5. Collaborative work. This appears from 2010 to 2012. Among 
other aspects, it refers to collective intelligence and the ability to 
collaborate, both qualities that are increasingly highly valued in 
the professional world. It expresses the need to incorporate col-
laborative methods into educational curricula, thereby boosting 
the development of soft skills such as leadership, teamwork, 
interpersonal communication and role management.

6. Informal learning. This appears in all editions from 2013 to 
2017. It refers to self-directed and often unintentional, rather 
than structured, learning activity motivated by such factors as 
curiosity and interest, among others. This type of learning has 
grown dramatically thanks to digital technology, as users have 
a virtually limitless arsenal of instruments, content, commu-
nication channels, applications and devices that immediately 
facilitate it. In addition, these forms of learning are ever more 
highly valued and strengthened in non-formal and corporate 
environments. This challenge creates the need for formal envi-
ronments, such as universities, to apply strategies that integrate 
informal learning into educational practice and to find formulas 
that recognise and accredit it.

7. E-learning. This appears between 2012 and 2014 and is relat-
ed to the habit of online interaction with apps, services and 
other users, facilitated by the web and digital technology in 
general. In the educational environment, it also includes the 
proliferation of online courses and learning opportunities. This 
challenge requires not only a response to expectations for work-
ing online, through hybrid and web-based models above and 
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beyond classroom-based learning, but also large-scale adoption 
of digital technology in educational practice, similar to its pen-
etration in professional and daily life.

8. Competition between educational models. This appears in the 
2015 and 2016 editions. It refers to the appearance of new forms 
of education alongside formal systems, intended to meet stu-
dents’ competency requirements in the professional world and 
labour market. These forms of education are part of a trend 
stretching back for over a decade, with the appearance of mas-
sive open online courses (MOOCs). This led to a variety of 
platforms offering a diversity of educational models, such as the 
Udacity nanodegrees,4 the Khan Academy video lessons,5 cours-
es developed by LessonPaths from curated content,6 and the 
Sharing Academy private classes platform inspired by models 
of the sharing economy.7 This proliferation of educational op-
portunities with a variety of dimensions, formats and methods 
clearly demonstrates the difficulty for rigid, longer university 
programmes in offering more agile educational solutions adapt-
ed to the rhythm of change in the professional and industrial 
sectors.

9. Learning analytics. This appears in the 2013 and 2014 edi-
tions. It refers to one of the earliest emerging technologies in 
education and is closely related to other fields, such as adaptive 
learning technologies. In this context, learning analytics could 
be broadened by including AI algorithms in the educational 
environment.

Universities have much work to do. If we view and understand 
universities as agents for social change, then everything that occurs 
in them ought also to guarantee greater quantity and quality of 

4. See: <https://eu.udacity.com/nanodegree>.
5. See: <https://www.khanacademy.org>.
6. See: <http://www.lessonpaths.com>.
7. See: <https://sharingacademy.com>.
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education, committed to society and meeting needs for people’s 
transformative growth, in its broadest sense: the personal, intellec-
tual and professional growth of global citizens and sustained and 
sustainable development capable of empowering citizens to organ-
ise themselves in society. A just, inclusive society, rich in values.

Rethinking acquired positions and methods that have gone un-
questioned for many years, adopting new concepts of education 
and having the will to open up and incorporate innovative perspec-
tives of change may well be the keys to ensuring universities suc-
cessfully meet the challenges of the coming years or even decades.

The path is more likely to be an obstacle course than a gentle 
stroll. However, if higher education institutions truly want to make 
long-term improvements and provide an adequate response to the 
reality they face, they must be fearlessly willing to set ambitious 
challenges for themselves. Institutional involvement with, and 
commitment to, education whose goal is to change and improve 
people faces major hurdles when translating this position into spe-
cific proposals for action.

The challenges described above and included in the Horizon 
Report - Higher Education Edition reports gives rise to others, relat-
ed to students’ profiles and educational needs, the combination of 
research and teaching and, above all, a reconsideration of the role 
of universities. Such challenges include:

a) Learners with great expectations of what university can offer, be-
cause they seek a channel for their vocations and have very 
different educational needs compared to just a few years ago. 
They want more practical, less theoretical learning adapted to 
the characteristics of the world of work and training in both 
technological, creative and business skills (Moyano, Bouchet, 
Paniagua & Mas, 2016) and social and interpersonal skills as-
sociated with professions in the fields of health and education, 
among others. Furthermore, these needs change during the 
period of study, but teaching does not always manage to keep 
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pace. Recognising this reality is not as hard as fully under-
standing, accepting and responding to it. Who are our learners 
now and in the future? How can their learning be improved 
both quantitatively and qualitatively? Why? Do we fully know 
and understand students? Focusing on their needs as lifelong 
learners – not just customers that have to be satisfied – can help 
ensure universities make the effort for change that is required 
of them.

b) Students switch off from university when it does not satisfy them. 
Students demand learning based in reality in order to transform 
it and personally live the learning experience. When universi-
ty fails to provide a significant life experience, disappointment 
among students often leads to dropping out. Many who contin-
ue do so to ensure they obtain accreditation. Thus they remain 
linked to university due to the need for qualifications. They 
adapt by adopting a traditional, conservative and largely inac-
tive role. But on completing their studies, they feel dissatisfied 
and disappointed with the experience (university was not what 
they imagined) and largely unprepared for the world of work 
(university has not met their expectations in this context). 

At university, students should be able to find opportunities 
for their personal and intellectual development. Generating op-
portunities and providing options: this is the nature of educa-
tion. Higher education institutions face the challenge of ensur-
ing students feel involved and permanently linked to learning, 
immersed in constructing new realities, their own personal and 
professional transformation and that of their environment.

The biggest difficulty for a teacher is awakening the passion 
for knowledge, an area of study or a profession in their stu-
dents. If we provide spaces where students can freely express 
themselves, we will have planted the seed for the joy of learning 
(Pastor, 2010). And this pleasure generates responsibility and 
commitment in their future professional activities.

People who move the world in order to change it are peo-
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ple who are culturally creative. Should universities ensure only 
technical education, or must they go further?

c) Preparation for professions that do not yet exist, or are still un-
known, but in which students will work. Given this reality, it is 
difficult to see how universities can design curricula that guar-
antee graduates have acquired profiles appropriate for changing 
professional environments that we only know in the present. 
According to recent reports on the future of work (World Eco-
nomic Forum, 2016), 65% of students who are now starting 
primary education will work in jobs that do not yet exist when 
they reach adulthood. By 2030, up to 375 million workers will 
need to change their category of work.8 In addition, as men-
tioned above, automation is a reality in many areas of work. 
By 2030, up to 30% of work hours may have been automated. 
According to OECD studies (Arntz et al. 2016), in the next 
two decades 12% of Spanish workers (around 2 million people) 
could be at risk of losing their job to a robot.

Accomplishing the goals of helping students remain in work, 
keep pace with technological changes and develop other skills 
for social and occupational environments, among others, is one 
of the challenges facing universities, who have to ensure stu-
dents can constantly keep pace and are capable of adapting to 
a changing environment.9

d) Training in what cannot be seen. Current societies require knowl-
edge that goes beyond established curricula. If we agree that 
“everything that is not explained is just as important as what 
is not”10 (Eisner, 1994), then why do universities not consider 
the need to explicitly identify areas that do not have a relevant 

8. Observatorio de Innovación Educativa, TEC Monterrey (Mexico). “¿Los robots robaran 
nuestros trabajos?” (December 2017). Available at: <https://goo.gl/jQFWmH>.

9. “The Future of Work Jobs and Skills in 2030”. Evidence Report, 84 (February 2014) 
European Commission for Employment and Skills. See: <http://www.ukces.org.uk/thefuture-
ofwork>.

10. Author’s note: Author’s translation of allò que no s’explica és tan important com allò que 
s’explica.
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role in the curriculum? Examples of this are: learning how to 
actively and critically participate in constructing collective pro-
jects; improving our self-awareness in order to make decisions 
about our future; how to exercise citizenship; and how to set 
and achieve personal goals (Subirats, 2015).

Nor can informal learning, referred to above, be visible if it 
is not made explicit. The formal education environment needs 
to integrate contributions from life and socialisation experiences 
provided by the informal environment. Without this, the ed-
ucation system will miss a magnificent opportunity to define 
its role. Knowledge and experience acquired outside formal ed-
ucational contexts are confirmed through recognition and/or 
accreditation. Universities must take advantage of everything 
people are capable of doing and demonstrating.

Indeed, there is no formal or informal education: there is 
simply education. 

e) Managing the overabundance of information. Mass information 
and communication inform without direction. Reducing com-
plexity, managing excess and providing opportunities to turn 
them into knowledge directed towards people’s development is 
one of the chief difficulties in the knowledge society today (In-
nerarity, 2010). It is up to teachers to identify the most signifi-
cant information for each moment or learning situation, define 
guiding criteria for work and accompany students in acquiring 
effective learning habits. In its early days, the European Higher 
Education Area discussed the need to train students in infor-
mational and communicative skills, information management 
and critical assessment. Learning and assessing skills in these 
terms is a matter that still needs to be addressed.

f) Challenging the weighting of research in the teaching career to the 
detriment of teacher training. In a system that provides greater 
rewards for research rather than teaching and which pushes 
teachers firmly in the direction of the former, it is easy to think 
that teachers spend insufficient time on training to improve 
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teaching and learning processes. The teaching career is deter-
mined by regulatory bodies that reward the accumulation of 
merits, based on a quantitative view of the quality of teaching, 
rather than providing incentives for demonstrable and institu-
tionally recognised progress and improvement in teaching.

Students learning increases quantitatively and qualitatively 
when they are given a central role and approach knowledge 
experientially and meaningfully, strongly contextualised or 
linked to their environment. Current educational reality re-
quires the restoration of teachers who are experts in education 
and learning design, rather than just researchers and experts 
in a particular subject. Designing authentic activities and es-
tablishing methods that bring the best out of students for their 
own improvement now makes more sense than ever. At the 
same time, recovering the educational tradition of “learning 
to be” gains importance in this context and should be restored 
as the basis for educational models, especially in the university 
environment. Teachers can become agents for change through 
quality in design. Are they prepared to adopt this concept of 
the meaning of education?

g) Keep on doing things as they have always been done: is inertia 
the threat to universities? If the teacher is an agent for change, 
shouldn’t the university be one too? 

Universities have most likely failed to do their homework. 
Yet there is still time. Below, we describe two approaches or 
ways of doing things that universities perpetuate and which 
impede change.

The first is teachingin the same way as 30 years ago. Univer-
sities are giant, complex organisations. They are often inflexible 
or too slow in making the changes required of them in both 
organisational and educational terms. Why do many teachers 
still teach the same way as their own teachers over 30 years 
ago? As Lluís Pastor says, “Teachers tend to perpetuate the ed-
ucational systems they are familiar with” (Pastor, 2010: 76). 
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Growing up in a pre-digital generation is no excuse for failing 
to refresh knowledge to understand and teach students born in 
a digital world.

The second is accepting a new concept of education. Above 
and beyond issues relating to the governance of institutions, 
one of the first challenges and motors for change is accepting 
a different concept of education. This concept is not new: it is 
present at different levels of the education system, but not high-
er education. What do universities understand by education, 
training and teaching? What concept do they have of them? It 
is important for universities to be ready and willing to stop and 
think. Based on their decisions with regard to organisation and 
educational approach and their institutional position as agents 
for social change, universities must be prepared to step back, 
stop and ask themselves: what educational model/s should be 
the foundation for our work?

Finally, some forecasts suggest a number of universities 
could disappear from our immediate environment in the com-
ing years. Universities must be able to overcome the threat of 
sustainability by successfully adapting to the digital world or 
providing a specialised offer that excels over others. This will 
undoubtedly require an analysis of the context and market to 
identify new educational and technological trend and innova-
tions.11

It is a matter of rebuilding and unlearning what has already 
been learnt. 

11. See, for example: <https://teachonline.ca/sites/default/files/pdfs/26_breakthrough_in-
novations_at_the_worlds_open_universities.pdf>.
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3. On the horizon

As discussed in other sections of this chapter, a number of chal-
lenges and requirements will undoubtedly influence how univer-
sities respond to the immediate future. In addition, around the 
world, demographics are changing significantly, as life expectancies 
increase and birth rates drop in most continents, while there is also 
a need for closer links between industry and higher education, due 
to constantly growing demand for specific skills and a need for 
lifelong training that means we can never stop learning. 

This scenario means universities must rapidly trace the horizon 
to establish where we need to go, decide on what we have to do 
to get there and meet all the challenges as successfully as possible.

In this context, over the last decade different trends in educa-
tion have arisen in an ongoing, heated debate on the mission of 
universities in the 21st century and the nature of teaching and 
learning. While the introduction of ICTs represents a revolution, 
introducing elements of change and numerous innovations, learn-
ing methodologies and assessment have remained largely tradi-
tional by generally replicating classroom, transmission-focussed 
learning, even if this is now conducted over the web. 

This leads to a questioning of the role of universities, be-
cause, despite major efforts to shift these approaches towards 
educational models based on skills useful for life and the labour 
market, they are not the only means of developing such skills. 
Indeed, they represent only part of the process; both social and 
professional contexts are essential for becoming fully qualified 
and this requires better contextualisation of education, making 
it more real, useful and meaningful. This brings the debate onto 
the issue of the value of qualifications and diplomas as the sole 
instruments of certification, as discussed in the first section of 
this chapter.

Thus we need to reconsider other educational strategies and 
formulas that are not limited to current regulatory frameworks, us-
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ing more agile, immediate and personalised methodologies which 
enable us to progress in a society subject to rapid, continual change. 
Governments, educational institutions, educators and families all 
ask themselves how best to prepare present and future generations 
for growth in this constantly changing world. 

What, then, are these educational trends and how are they 
influenced by technological change? What sound, proven educa-
tional practices can provide inspiration to help trace a new hori-
zon in university education? What practices have been successful 
and might serve as examples? What key pillars should we focus 
on to help classic models evolve? We need an education system 
designed for an increasingly automated industrial economy and 
we need to switch from a fact- and procedure-based system to 
one that actively applies this knowledge to problem-solving, often 
collaboratively.

Let us see how this approach affects some of the key pillars of 
education.

3.1 New educational models and approaches

3.1.1 Learning models with significant support from ICTs and online 
learning
One model with these characteristics is known as distributed learn-
ing, in which technologies allow students to access components of 
learning via different channels and formats, which students can 
also use to interact and build new components and results of learn-
ing. The model can be both to supplement on-site classes (Sangrà, 
Guàrdia & Fernández-Michels, 2007) or fully online, giving stu-
dents more flexibility in terms of time and place of study.

Along the same lines, Bates and Poole (2003: 127) and the 
OECD (2005) clearly identify different uses of online learning in 
different educational practices, depending on the situation and the 
degree and purpose of technology use. Thus one can see a growing 
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trend in universities of implementing technology-based learning 
models, ranging from onsite learning and teaching to a model in 
which ICTs serve as support, and from a mixed or hybrid mod-
el known as blended learning to fully virtual or online learning. 
Bach, Haynes and Smith (2007: 34) also present the concept of 
online learning as a continuum from simple to complex, ranging 
from web-supplemented learning to web-dependent or fully online 
learning. This trend favours the implementation of one of the basic 
principles of the Bologna Process (1999): a more student-centred 
learning model. 

Below is a representation of this vision of the online learning, 
or e-learning, continuum in the university context, where ICTs are 
increasingly present.

Figure 1. Representation of the e-learning continuum adapted by Guàrdia (2012: 45) 
from contributions by Bates and Poole (2003) and Bach, Haynes and Smith (2007: 34)
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3.1.2 Educational approaches and emerging technologies
The scenario described above has led to the rise of educational 
approaches and technologies that require reconsideration of pro-
gramme design, teaching and learning methods and assessment 
models. If the labour market demands graduates who are ready to 
work from the start, universities must provide them with learning 
scenarios that contain authentic activities, which bring them into 
contact with real-life contexts and simulate problems they will later 
have to solve in the work environment.

What do such methodologies involve? What implications do 
they have for the educational model chosen by the institution or 
programme? Since the implementation of the Bologna Process, 
we have still not successfully met the challenge of competen-
cy-based design and assessment, as the approach used is more 
topic-based.

There is increasing use of project work, which includes prob-
lem-solving and real cases represented through virtual or augment-
ed reality, simulated situations, gamified challenges, collaborative 
work and other methods that aim to provide greater context and 
reality for students, making the learning activity as authentic and 
meaningful as possible. Advances in technology are facilitating 
these methodologies and, although some are not new, they now 
enable real-life situations to be simulated while bringing commu-
nication and production tools within reach of more people. This 
permits interaction that would have been unthinkable three dec-
ades ago, when we used little more than paper and analogue tele-
phones. Thus new methodologies emerge because the context and 
conditions of learning are different.

Let us look more closely at some of the most frequently used 
methodological strategies for developing competency.
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Table 1. Increasingly important methodological strategies for facilitating competency 
development in an ICT-mediated scenario

Strategies Description/definition

1 E-portfolios: This is a methodological strategy whose objectives can vary:
compiling digital proof that a learning process is developing, or how it 
has developed, for subsequent assessment and feedback from teachers 
and/or peers; compiling specific learning results into a gallery of work 
to share in public or present at a job interview to show what the student 
has learnt and knows how to do. It is a dynamic, flexible and personal 
strategy which facilitates interaction between different actors, allowing 
files to be stored in a wide variety of formats, and which can be used 
both for assessment and presentation of competency.

2 Gamification The use of games or gamified activities to motivate learning through a 
more dynamic, entertaining and playful approach. Setting challenges 
and rewards while also simulating real environments makes learning 
more fun. It is also exercises different skills at once, making it a rich 
and enjoyable experience.

3 Inquiry-based 
learning

This strategy enables students to experience knowledge-creation 
processes by posing specific questions, problems and situations, 
instead of simply presenting established facts or reproducing 
knowledge.

4 Case-based 
learning

This strategy is frequently used to present real cases which need 
solving while bearing in mind a number of considerations. They can vary 
in complexity and have one or more solutions.

5 Problem-based 
learning

This approach challenges students to learn by examining a real problem 
and puts them in the role of actors who have to solve it. They usually 
simulate the types of problems students will later face as professionals 
in complex situations.

6 Project-based 
learning

In this strategy, students acquire knowledge and skills by working for a 
long period on researching and answering a complex question, problem 
or challenge. The formula often involves producing a project that 
presents a well-documented result.

7 Serious games These are games based on simulations of real-world events or 
processes designed to educate users through problem-solving. Serious 
games can, but do not have to be, fun.

8 Role-playing 
games and 
simulations

These are forms of experiential learning. Students take on different 
functions in their roles and interact and participate in a variety of 
complex learning environments. This strategy adapts well to the 
principle of student-based learning and teaching.
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Strategies Description/definition

The simulations are educational scenarios where the student is placed 
in a “world” defined by the teachers, who control the parameters to 
create learning situations. They represent a reality, in which students 
can interact with different elements in the scenario. Students 
experience the reality of the scenario and learn in a more meaningful 
way.

9 Collaborative work In this strategy, a group of students have to work together on an 
activity. The required result must arise out of discussion, interaction 
and collaborative construction: not the sum of isolated parts, but 
the product of knowledge they have created together. For a good 
result, the group has to decide on the roles for each member: the 
leader or coordinator, the presenter of the work, if this is required, the 
secretary, and so on. Organisation is essential to obtaining an enriching 
experience and a good result.

10 Physical 
and virtual 
laboratories

The laboratory is the only learning environment that permits and 
consolidates the concept of learning through doing. The aim is to 
improve students’ conceptual comprehension in relation to theory, to 
improve their reasoning skills and to develop their practical competence 
in lab work in a significant way.

Source: FUTURA project, coordinated by Guàrdia (2016)

3.2 New teaching roles

Although the scenario we have described so far is one of new 
emerging educational models and pedagogies, teachers and their 
function cannot be left out. Clearly, the internet has proved a dis-
ruption not just for students but also for teachers, as they are forced 
to reorient themselves and substantially modify their role. What 
function should teachers have in the new university scenario? What 
specific roles and tasks should they perform? 

As mentioned in the first part of this chapter, and as noted by 
Mas (2018), the recent Horizon Reports have switched emphasis 
from the need for university teachers to act more as guides than 
transmitters of knowledge in 2010 to the need to recognise and 
incentivise the teaching function of university teachers in 2015. 
Their function has generally placed greater emphasis on scientific 
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research and production than on teaching, leading to a lack of spe-
cialists in teaching methodology and innovation. Finally, by 2017, 
they are asked to take on a more ambitious role, both in relation 
to how they accompany students and in their use of more active 
experienced-based pedagogies, a more competency-based approach 
and social and collaborative learning.

In the future, the role of teachers will develop more towards that 
of designers of authentic learning scenarios, facilitators, compan-
ions and coaches, content curators, assessors of the learning process 
and results, and certifiers of learning.

It is thus no coincidence that experts such as García Pérez (2017) 
have recently referred to 21st-century teachers in terms of emerging 
teachers for emerging educational approaches. Teachers are empow-
ered through their peers in a horizontal manner; they understand 
learning as a social and shared experience; and they respond to 
“deprofessionalisation” with innovation, in-service training, pro-
fessional constancy and non-conformism. Furthermore they ap-
preciate the potential of ICT and new learning environments, see 
their role as educators as stretching beyond the formal curriculum 
and teaching spaces and understand formative assessment as a key 
element in the educational process.

3.3 Flexibly structured educational offers

Increasingly in universities, we are seeing new learning models 
emerging that involve developing programmes with different struc-
tures, or whose objective is to cover very specific needs, looking to 
update, specialise or establish a solid base which progressively leads 
to deeper, more specialised learning (Guàrdia, 2016). Thus one 
sees initiatives such as at Deakin University12 in Australia, where a 

12. Deakin University: <https://sites.google.com/site/openbadgesinhighereducation/
deakindigital>.
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skills accreditation system has been implemented. EU-funded pro-
jects include the European Short Learning Programmes (ESLP),13 

headed by the European Association for Distance Teaching Uni-
versities, with the involvement of 12 European universities, whose 
goal for the next three years (2018-2020) is to propose an inter-uni-
versity collaboration framework to create short courses that can 
be recognised in the context of higher qualifications and by other 
universities in other European countries. 

With the rise of the knowledge-based economy, increasing num-
bers of people have to learn new things after finishing post-second-
ary education. Therefore, universities should contribute by offering 
a diversity of forms of learning of differing lengths, designed for 
different needs and groups, which are flexible and can be studied 
via a variety of pathways based on individual needs. At the same 
time, they must also be part of a broad programme of skills which 
can be progressively accumulated as students obtain different types 
of knowledge and accreditation, from the micro to the macro level, 
as noted in the FUTURA study conducted by the UOC and co-
ordinated by Guàrdia (2016). 

3.4 New ways of understanding learning assessment

Assessment models need to change if they are to respond to this 
transformation. The design of learning scenarios that are more 
competency-based has to match how learning is assessed, which 
involves monitoring a process rather than the sum of isolated parts. 
If we cannot conceive assessment of learning differently, then, even 
if we change teaching and learning methodologies to more au-
thentic activities, we will fail to implement real change. If we base 

13.  European Short Learning Programmes project, headed by the European Association 
for Distance Teaching Universities: <https://eadtu.eu/home/policy-areas/lifelong-learning/ser-
vices/414-short-learning-programmes>
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assessment on traditional exams, we will continue to perpetuate a 
model based on content transmission and reproduction rather than 
on developing skills for life and work.

The report by the Quality Assurance Agency for Higher Educa-
tion (2012) draws attention to a number of these issues, describing 
assessment as one of the most relevant parts of the educational 
process, involving more than simply assigning a grade (Guàrdia, 
Crisp & Alsina, 2016).

Technology has already changed the design of university pro-
grammes and teaching practice, but assessment is still designed 
along very traditional lines. A number of studies in the last decade 
carried out by the Joint Information Systems Committee (JISC)14 
in the United Kingdom draw attention to interesting innovations 
in assessment methods applied in specific environments, but they 
are still limited and have not been implemented on a large scale. 
The studies show that ICTs expand the potential of assessment, es-
pecially when they provide support to monitoring students’ learn-
ing processes by designing an assessment and feedback life cycle 
that consists of stimulating thought and reflection on learning. 
This provides fully formative assessment which is intended to be 
fairer.

Similarly, current trends focus more on assessing the process 
and not the end product. For this to happen, teachers must provide 
continuous feedback to students, not just to let them know how 
their process is developing, but also to ensure the information is 
useful for transforming and improving the process (feedforward).

At the same time, strategies such as e-portfolios permit the col-
lection of evidence of learning (Guàrdia, Crisp & Hillier, 2016) 
and create a feedback- and feedforward-based dialogue between 
teacher and student or among students themselves. The e-portfo-
lio is not in fact a new methodology; what is new is that its use 
is encouraged in a digital context and permits the inclusion of all 

14. Joint Information Systems Committee (JISC). See: <https://www.jisc.ac.uk>.
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kinds of work in different formats. Furthermore, it can be viewed 
by any of the actors in the educational process (Guàrdia, Maina, 
Barberà & Alsina, 2015) while also serving as a digital showcase for 
the skills acquired by graduates, which they will one day have to 
show to their future employers. As we have seen, numerous trends 
are increasingly becoming normal practice, while others still need 
further development or definition of their suitability for imple-
menting the future vision and mission of universities, which will 
only become clear in the coming years.

4. Beyond 2020

We have seen how digitalisation is not limited to improving the 
tools and processes on which human activity is based; rather it is 
a trigger for transforming the world in which we live in its broad-
est sense. In this context, how do we imagine the university of 
the future? Bearing in mind the changes produced by the digital 
revolution, to what extent will universities be capable of orienting 
their own change? 

The challenges they face are twofold. First of all, the digital 
society requires a response to educational needs that differ from 
those of the industrial society. In this new scenario, technical skills 
no longer play the major role they once did, having been replaced 
by multi-disciplinary higher knowledge and skills related to digital 
competence and so-called “soft skills”, such as innovation, creativ-
ity, critical and reflexive thought, communication, teamwork and 
complex problem-solving. Therefore, curricula have to be adapted 
to this reality. At the same time, the speed and nature of change 
in the scientific field and in professional sectors require new forms 
of learning and educational organisations that are capable of re-
sponding at an adequate pace. 

Secondly, changes in the socio-technological context require 
the incorporation of technological tools and environments that 
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enable educational practice to use the same functions as daily and 
professional life. There is a demand for educational methodologies 
to innovate and update, so that they can adapt to the competency 
requirements mentioned above, favouring the implementation of 
new, more agile and flexible forms of learning and consolidating 
the integration of digital technology into universities.

Given this panorama, universities can limit their role to that of 
passive observers of the transformations taking place in all aspects 
of life, while waiting for events to give assign them their role, or 
they can proactively become part of this global process, reinventing 
and promoting themselves as transforming agents in society and 
as the repository of the values of knowledge, the common good 
and sustainable progress. Maybe the key to all this is discovering 
what they need to let go, what they need to preserve and what they 
need to restore.
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