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Abstract 
 
The continuous evolution of technology, the gradual abandonment of the industrial society and the 
increasingly standardised inclusion of emerging methodologies in the teaching and learning processes 
have a significant impact on the quality and way of life of the people involved in them, making it 
necessary to integrate them in detail into the education system itself through initial and ongoing teacher 
training.  
This paper reflects on the initial university training that new Secondary Education teachers receive on 
new methodologies, specifically Project Based Learning (PBL), as well as the ongoing training that 
current teachers at this educational stage receive for their integration and incorporation as valid 
methodological systems for their daily classroom practice.  
Thus, through an in-depth review of the scientific literature on the subject and our experience as active 
teachers in the “Master's Degree in Teaching Secondary Education, Baccalaureate, Vocational Training 
and Language Teaching” at the University of Jaen (Spain), we have addressed these issues, determining 
that the quality of the pedagogical training of new teachers does not correspond to the reality that they 
will later face in the classroom, In addition, the in-service training that in-service Secondary teachers 
receive depends on the intrinsic motivations of the teachers or the manifest resources and legal 
requirements at the time and not so much on the real needs that the students in the context may require. 
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1. Introduction 
 

The integration in the educational environment of technological resources that reinforce 
previously planned activities, the new socialising functions required of teachers, the inclusion of key 
competences and their evaluative environment, active methodologies that precede the teacher's teaching, 
collaborative or cooperative methodologies that abandon the individualistic idea of the student body in 
favour of a collective united in the common good, the new role of the teacher as a guide and not as a 
model pattern of the teaching-learning process and the loss of the reference value that the school, in 
general, and the teacher, in particular, represents for society, have generated the conception of strategies 
that facilitate the adaptation of the teaching work and its training to the challenges that the 21st century 
society poses to the academic system (Hernández et al. , 2018; Marcelo and Vaillant, 2017; Monge and 
Gómez, 2018; Serrano and Pontes, 2017), proposing alternatives such as school-family collaboration 
(Egido and Bertran, 2017; Garreta, 2016; Parody et al., 2019), structural changes in the education system 
and in the role of the teacher (Calderón and Loja, 2018; European Commission, 2020; Pallarès et al., 
2019; Singh, 2018) and, fundamentally, improvements in initial and in-service teacher training (Lombardi 
and Abrile, 2020; Santaolalla et al., 2020; Shawer, 2017). 

For Senge (2017), teachers in the 21st century have to teach what they do not know, so they must 
first unlearn and forget traditional pedagogical methods, innovate in new learning techniques and, 
therefore, train and relearn everything necessary for the new students in front of them.  

On the other hand, some aspects of the quality of teaching have been directly related to teachers 
in terms of their training and qualifications, didactic programming, educational innovation and research, 
guidance and evaluation of the system itself (Tello and Aguaded, 2009), which is why there are already 
several authors who have conducted research on the involvement of teacher training and educational 
innovation from the teachers themselves (Iglesias et al, 2018; Kovacs, 2017; Monge and Gómez, 2018) 
since, as stated by De Vicente (2007), if we want to reform the education system, we must address the 
beliefs and initial training of teachers, generating quality training that is adapted to the current educational 
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reality and needs, encouraging its protagonists and motivating them towards continuous development, 
since simply regulating different ways of teaching or changing curricula will not generate change if 
teachers do not meet the goals or adapt to the strategies of change through continuous training. 

Thus, initial teacher training focused on new methodologies is a key part of change, but defining 
quality training is not always an easy process or always achieves the expected result. 
 
2. Initial university training that new secondary education teachers 
  

Secondary Education is a complex educational stage, in its articulation and development, which 
involves great efforts at all levels, and requires special attention in which teacher training occupies a 
prominent place (Esteve, 2006; Moreno, 2015). While Secondary Education was being democratised, 
reorganised, generating a new curriculum and adapting to the new times, the pedagogical and professional 
culture in line with it did not follow (Escudero, 2009).  

Traditionally, the training of Secondary Education teachers has generated controversy and debate 
as it requires, to the same extent, academic knowledge or knowledge of a speciality and pedagogical and 
psychological content (León et al., 2011). Currently, in Spain, if we look at the courses and studies that 
enable pedagogical and didactic qualification with respect to the basic or initial training required to 
become a Secondary Education teacher, from the academic year 2009-2010, it will be defined by the 
Master's Degree in Teaching Secondary Education, Baccalaureate, Vocational Training and Language 
Teaching (Máster de Profesorado de Educación Secundaria, Bachillerato, Formación Profesional  
y Enseñanzas Idiomas, MFPES) implemented and regulated by Order ECI/3858/2007, following a 
complex web of laws, provisions and legal articulation that spans the last 35 years and in which not all 
teacher training is understood in the same way in all areas, by all agents involved, from all sectors and, 
broadly speaking, by all educational systems. 

The contents with which future teachers are prepared, the professional competences they are 
expected to generate, the learning they manage to acquire and the opportunities and conditioning factors 
available to them to be able to develop them provide an essential basis within teacher training (Esteve, 
2006) which, together with the involvement of the generic training section with specialisation in a subject 
and the professional section, which refers to specific training aimed at acquiring the basic requirements 
for the performance of the teaching profession, both theoretical and practical EURYDICE (2013) 
determine a wide variety of curricula. In our country, a consecutive model is determined, in which 
professional training is developed after having received the generic one, manifesting endemic basic 
problems since future teachers have first been trained as scientists and have generated a scientific 
professional identity and not that of teacher, the latter emerging as added and subordinated to the former, 
so it seems logical to think, following Lorenzo, et al, (2015), that the simultaneous model, which 
incorporates the three dimensions of initial training (general, theoretical professional and practical) in a 
single organisational structure, is more appropriate for obtaining the necessary requirements to produce 
good professionals because "teachers must be trained from both science and pedagogy and practice, 
which leads us to think that it would be more convenient to establish a professional degree" (p.753 ), 
although this is currently not satisfactorily achieved given the accumulation of problems involved in the 
design and development of teacher training in our country (Muñoz et al., 2019). 

Although motivation for the person who wants to become a teacher must be an indispensable and 
necessary condition for the successful completion of initial teacher training and is linked to the age at 
which specific teacher training is accessed and the previous academic training from which it is accessed 
(Muñoz et al., 2019), working on the basis of the motivations, attitudes and expectations of future 
teachers, including an increase in practical training periods and the updating of this to active and more 
appropriate methodologies for 21st century students, should be the basis on which this training is 
anchored, so that in this way, they acquire in the best possible way the competences they will require for 
the development of their professional role adapted to the needs of today's classrooms  
(Castellano-Almagro, 2020). 

On the other hand, in today's 21st century society, individualised, globalised and multicultural, 
the values and beliefs that are transmitted to future education professionals are a key element that can 
help to achieve or hinder the integration into this society of personal development, autonomy, community 
solidarity, peaceful coexistence and social collaboration, freedom, equity, commitment and respect for 
diversity (Díez-Gutiérrez, 2020), which is why in initial teacher training, a large part of the future and 
design of society as a whole is at stake, Although teachers are no longer considered a reference in values 
or a social or ethical model in today's society, their influence is undeniable in the transmission of some or 
other values that support or question the established sociological model, these values must be 
incorporated and made explicit in this initial training (Díez Gutiérrez, 2020). Despite all this, the 
fulfilment of these needs is currently far from reality. 
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3. MFPES and lifelong learning: active methodologies and ABP 
 

Although the legislative bases regulating initial teacher training in Secondary Education cover 
most of the points discussed above, different reasons or motivations have created a gap between the 
legislated intention and reality, with the new MFPES suffering from almost the same shortcomings as its 
predecessors: overcrowding, low quality, source of income for the university institution, little 
participation of secondary school teachers, time limitation of the training period to one academic year and 
the internship period to a single month, parallel realities and timetables that are difficult to reconcile in a 
real way and with student involvement, easy exit for frustrated professionals in their own professions for 
which they were trained, little methodological and didactic updating, etc. which has consolidated an 
incomplete and limited reform of the same (Gil et al., 2018; Muñoz et al., 2019; Tiana, 2013). Despite the 
above, the graduates and active noble teachers surveyed on their degree of satisfaction with their 
professional career and degree of training is good, although they recognise that they do not have sufficient 
competences when they first arrive in the classroom (Sonlleva, et al., 2019; Zurita et al., 2017), which 
means that teachers' perception of their own preparation to exercise the profession and be able to develop 
a fundamental role in the education system does not correspond with the initial training they receive or 
with the existing reality (Lorenzo et al., 2015). Despite this, other studies do point out the defects and 
weaknesses of this initial training, especially in the methodological aspect (Castellano-Almagro, 2020). 

On the other hand, although the training of Secondary Education teachers has been adapted to 
the European Higher Education Area (EHEA) by requiring a Master's degree, with a minimum duration 
of 60 credits, this has not been the case in other aspects such as methodology, as the application of active 
methodologies focused on the student and aimed at the development of key competences and the basis for 
a society in continuous change, globalised and technified, has not yet been contemplated in its entirety. 
Although it is necessary to be trained in methodology and to experiment with it in order to be able to 
subsequently apply it (Pegalajar, 2015), there have been numerous experiences in the application of active 
methodology in the MFPES (Caldeiro et al., 2018; López, 2015) and others specifically in PBL (Imaz, 
2015; Molina, 2019; Navarro et al, 2015; Salido, 2020), all of them positive and with encouraging results, 
but they are only specific aspects of a globality that shows how far there is still to go and the need for 
"PBL in initial teacher training to become a long-term experience and to be characterised by the breadth 
of knowledge, as this is the orientation that this model should acquire in non-university education 
classrooms" (Salido, 2020). 

With regard to lifelong learning, and based on the methodological change implied by the national 
education law, LOMCE (2013), the Education Administration took a leading role in it, making possible a 
range of teaching resources of methodological quality available in digital media, promoting the use of 
ICT, virtual learning environments, etc., all supported by heavy investments that will lead to different 
results. However, there is still a need for better and more ongoing training from and for teachers that 
makes it possible to share successful methodological experiences (Castellano-Almagro, 2020), with 
greater temporality for practice and avoiding the development through a set of fixed and consolidated 
modalities that have been so poorly valued by the teachers involved (Bazán et al., 2010; Escudero, 2017). 

At present, we can find many lifelong learning plans, but there is little innovation, resorting to 
training systems whose content, learning and practices are rarely implemented in the classroom 
(Imbernon, 2016). The remedy is to improve the design of the content of this training, seeking to 
incorporate the demands of daily teaching practice so that it is possible to improve and solve priority 
professional problems in differentiated contexts (Bazán et al., 2010) by combining training and practice. 

 
4. Conclusion 
  

Bearing in mind all of the above, it is essential when facing, debating or designing initial and  
in-service teacher training to consider and have clear answers to key questions such as: What is the profile 
of the teacher we are trying to obtain or the challenges they are going to face? What are the social, 
economic, academic, cultural, etc. objectives they must achieve in the development of their profession? 
What are the essential values that we must transmit to our teachers so that they can also be educators? 
What is the hidden curriculum that prevails among students and what impact does it have on them? What 
are the professional competences that they are expected to develop, strengthen and put into practice? 
What are the parameters, therefore, that define a teacher as a competent professional? Is the teacher born 
or made? Being aware of the need for a fluid and extensive dialogue between all the parties involved in 
the preparation of this training, analysing in a real and reliable way the needs of future teachers in order to 
give the best professional response to their future students and to society. 
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Generating a simultaneous system, differentiated by stages and with a practical load in 
accordance with and appropriate to the initial training itself, with a real basis based on active 
methodologies, is essential for the success of initial teacher training in Secondary Education which, 
together with the intrinsic motivation of teachers, allows the profession to adapt to the needs of today's 
students, as we need our education systems to have the capacity to attract and captivate the best 
candidates to become teachers, through the means available or those available at the time (Marcelo, 
2009). 

We believe that the creation of lifelong learning groups in action research networks would solve 
part of the training needs of teachers, being the best context for the inclusion of new methodologies or 
educational innovation, coinciding with the study by Barba et al. (2018) and for PBL, as shown by 
Botella and Ramos (2019) in their research. 
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