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1. Contextualization

The current context of university higher education, framed in the
European Higher Education Area (EHEA) and located in the Bolo-
gna and Copenhagen process, which has led to the harmonization
of European higher education systems (university and professional
training), makes it possible to have a homogeneous system of cer-
tifications, of general reference, as well as a set of degrees that are
understandable and comparable between countries.

Thus, a whole set of instruments and strategies are articulated
that make it possible: supplement to the European degree, credit
system (ECTS), common structure (undergraduate and postgradu-
ate), training appropriate to professional profiles and skills, and life-
long learning. In the following figure we collect the main elements
of the EHEA (figure I.1).

The most visible part of the EHEA creation process involves,
without a doubt, the architecture of the University System (the
undergraduate and postgraduate structure and the implementa-
tion of the ECTS system). However, we cannot forget that deeper
changes are hidden behind this architecture: redefinition of titles
and their relationship with the context in which they arise, as well as
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Fig. I.1. The European Space for Higher Education (Tejada et al, 2006: 27)

a thorough review of the teaching-learning process. Therefore, the
proposed change is not only structural, although an important part
of the change is perceived in the structure of the University. The
essence of the change is to focus the actions on the students, on
theirlearning and on the development of the required and possible
skills in each case.

This essential change requires a shift in mentality, attitudes, and
professional cultures that are deeply rooted in the university con-
text. A change that goes beyond counting teaching hours, study, or
work times, three- or four-year titles, etc. It means entering teacher
training so that change can take place. There is evidence of recogni-
tion of the teaching profession, although the social and institutional
value is in research, teaching being a complement to research ded-
ication. Precisely this recognition of the teaching function causes
universities to have diversified teacher training programs (initial
training and continuous training) from the perspective of training
oriented towards professionalization that allows the management
of skills from the training process.
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To clarify what the EHEA entails, we are going to present the
main elements that, in our opinion, should be considered to plan
a proposal for challenges to face the university education of the
future from the teaching profession. The main lines of action are
the following:

1. The profile and skills as a reference for planning, develop-

ment, and evaluation.

2. The flexibility and polyvalence in the curricular design,
which allows a more general formation as well as a more
specialized one, transcending the subjects and seeking
the integral formation of the students.

3. The student as the centre, since he is the one who learns
and the one who needs to adapt to the demands of a pro-
fessional, social, civic context, etc. In short, a student ca-
pable of facing the challenges of our world.

4. The institutional context of operation, since university ed-
ucation occurs in new modalities or emerging university
models (Barber et al., 2013) and that transcend the univer-
sity itself seeking alternation with society and the produc-
tive world in the form of internships. professionalizing.

5. Training professionals. That they are a fundamental in-
gredient in university education, since they must man-
age competences, learning results, disciplines, teach-
ing-learning activities and learning evaluations from the
competence reference.

All the changes and transformations that are taking place in the
university context, and taking as a reference what Brunner (2000),
Tejada (2002), Armengol, Castro (2004), Marcelo, Estebaranz
(2003), Mora (2005), De Miguel (2005), Guardia (2006), Cruz (2008),
Mas y Tejada (2013), Fernandez et al., (2019), Castafieda, Selwyn
(2019) lead us to consider the following:

o Knowledge is no longer stable, scarce, and slow, which

entails the need for constant updating throughout life.

e The new benchmarks for higher education are no longer
those of the industrial revolution to have the technologi-
cal revolution and global opening as benchmarks. Hence
the need to develop transversal skills.

e The university institution is no longer considered the only
source of knowledge and information.

13

uolieonps JSL,{B!L,{ Ul spusaJl jusdind uolles||enixsiuo) - | 1ied



Part | - Contextualisation: current trends in higher education

o Written documents and the teacher’s master class are no

longer the exclusive means for the training of students.
The profile of the students has been substantially mod-
ified. They have sociocultural characteristics in constant
construction and expansion of values. Their relationship
with culture has changed, leaving behind the word and
the face-to-face social relationship to move on to other
forms of relationship through the media and the Internet.
Likewise, the variability of the forms of access to the uni-
versity and the diversity of students from the cultural, ge-
ographical point of view, with special educational needs
and those who combine work and study make the learn-
ing groups even more heterogeneous.

The work and development of technologies must be an
integral part of the curricula, the teaching-learning pro-
cess and teacher training.

The introduction and increasing use of digital resources
entails changes in the functions and roles of teachers.
They become facilitators and managers to know how to
use and be in the technologies in the most appropriate
way and facilitate and mediate in the teaching-learning
processes. The incorporation of technologies makes it
possible to extend training actions beyond face-to-face
models. Blended and distance modalities, combining syn-
chronous and asynchronous work, as well as work in var-
ied times and spaces, become new training approaches.
Decentralization in university institutions, with the increase
in institutional and teaching autonomy that this implies,
and the curricular change, make it necessary for teachers
to work as a team, creating teaching teams that plan, de-
velop, and evaluate training, considering the heterogene-
ity of the students in a diversified learning environment.
All these changes entail new roles and a role to be played
by the university professor in another, more constructivist
line, as a mediator of learning and a researcher and inno-
vator of his own teaching action.

Implementation of new degrees to adapt to new chal-
lenges, which means incorporating into the degree ar-
chitecture elements that favour curricula flexibility: open
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degrees, minors that combine different fields of knowl-
edge (Science minors for Humanities students or Human-
ities for Science students, interdisciplinary minors, etc.).
In short, degrees that offer other training and transfer op-
portunities, such as challenges, micro-modules and other
activities that may give rise to micro-credentials or partial
credentials.

e Recognition at the university of the value of basic general
training (which allows learning throughout life) to subse-
quently opt for specialization.

o Existence of other possible training scenarios, based on
that of the university institution itself, in the non-formal
sphere (associations, business organizations, non-gov-
ernmental organizations, corporate universities, etc.) and
other pedagogical agents (internship tutors, guest lectur-
ers, colleagues, etc.).

e A demand for continuous higher professional training of
professionals, but also cultural by all sectors of the pop-
ulation, ceasing to be the university a scenario of almost
exclusive use of young people to become an institution
that offers training to the citizen in the different stages of
his life.

e The need to establish a unified model at a European lev-
el for the certification of qualifications and skills, facilitat-
ing labour and training mobility and the establishment of
training policies and itineraries under the concept of life-
long learning.

On the other hand, and in this idea of analysis of the transfor-
mations in the university institutions, Zabalza (2002) raises some
dichotomies in relation to these changes. These dichotomies are
referred to:

e Personal or individual orientation versus contextual or
social orientation: The formative approaches derive from
the adaptation to individual and social needs. There are
moments in which there is a predominance of the individ-
ual over the social and vice versa.

o Specialization versus general basic training: This already
traditional discussion of carrying out a specialized train-
ing is present in the university environment, on many
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occasions, unresolved. What is certain is that the new ap-
proaches advocate solid basic training, which promotes
personal, social, and professional development through-
out life in undergraduate degrees, and greater specializa-
tion in postgraduates.

o The local versus the global: Globalization, as one of the
current engines of change in the university, leads us to
promote student and faculty mobility, to organize in-
ter-university and transnational studies, in different mo-
dalities, face-to-face and virtual.

All these elements that make up the new scenario of the univer-
sity impose the reorganization and design of a new methodolog-
ical approach in teaching, where permanent, deep, and situated
learning, collaboration and the use of digital resources as means
for blended work already distance, become the main axes of dis-
cussion and work in university education.

Specifically, the changes that affect teaching have to do with the
demand for greater clarity in the definition of learning outcomes
based on competencies, since training will be based on these, on
the change in the organization of learning and training, in a new
role of teaching media and resources and teachers.

The role of the actors in university teaching and learning, stu-
dent, and professor, takes an important turn, so the change of at-
titudes and mentality of both is crucial for the implementation and
development of this new educational approach that focuses on the
competitions:

e Teaching will be centred on the student, preparing them,

above all, for autonomous learning.

e The role of the teacher changes completely since, from
being focused on the mere transmission of content, it
becomes the manager of the learning process of the stu-
dents. One that helps mobilize resources to achieve com-
petent performances.

e Changes in the organization of learning, in a curricular
perspective that reinforces continuity, modularity, inter-
disciplinarity and the coordinated work of teaching teams.

e A new definition of the educational role of the University,
within the framework of training throughout life.
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e New role of didactic materials now understood as re-
sources capable of generating high-level knowledge
and facilitating deep and autonomous learning. Updat-
ed resources that incorporate the new potential of digital
technologies.

e A greater importance of managing learning tools com-
pared to the mere accumulation of knowledge.

At present, the professional profile has acquired a strong role
in the training of professionals. This reference becomes a mirror
where to focus the gaze, in a context where change and need have
become the priority reasons for analysis and evaluation when think-
ing about valid training, relevant to guarantee regional develop-
ment. and the economic and technological progress of a country.
Only in this way is it possible to specify the model in a repertoire
of professional profiles, subject to change, but at the same time
overcoming the challenges of training and work: transparency, co-
herence, mobility, versatility, flexibility, convergence, correspond-
ence, homologation, recognition, would be some relevant expo-
nents today.

Hence, for example, the ECTS credit system emphasizes student
learning and learning outcomes in terms of competencies. This fact,
which can be considered obvious, requires a great change in the
teaching conception of university professors and a new conception
of qualifications, reviewing the competencies, objectives, learning
outcomes and knowledge required in each profession, reviewing
and adapt the teaching methodology, restructure the contents of
the titles, etc.

For this, universities must work on the definition and construc-
tion of a new, more current and innovative teaching model, which
is capable of responding to current social, cultural and educational
challenges. A teaching model that is characterized by the promo-
tion of significant, deep and situated learning, by the development
of citizens with skills such as digital and entrepreneurship, which is
committed to flexible training modalities, with collaborative plan-
ning and a methodological approach based on the design of ac-
tive, personalized and cooperative methodological strategies that
promote the autonomy and self-regulation of students, with a tuto-
rial action and accompaniment to students so that they can develop
their skills.

17

uolieonps JSL,{B!L,{ Ul spusaJl jusdind uolles||enixsiuo) - | 1ied



Part | - Contextualisation: current trends in higher education

2. Competences and their meaning in the higher
education context

Currently, the logic of competencies takes centre stage when ap-
proaching teaching, in terms of planning, development and evalu-
ation. Specific competencies are central to the training of excellent
professionals, but so are all those basic, generic, and transversal
competencies that contribute to training active, critical, committed,
and transforming people and citizens that society demands today.

Specifically, we understand the concept of competence as a set
of conceptual, procedural, and attitudinal knowledge that, inte-
grated and mobilized in action and in real situations of the profes-
sional and cultural context, allow us to create solutions to current
problems, needs and challenges. From this point of view, compe-
tency-based training should facilitate the integration of this knowl-
edge and create authentic and real learning situations to transfer
and mobilize these competencies in action and in the professional
contexts of the professional profile, as well as sociocultural con-
texts, economic and environmental.

The competency-based training approach has meant progress
in the sense of placing more emphasis on the globality of the per-
son’s capabilities and rebuilding the training contents in a more
contextual and situated logic, less academic and more oriented
to possible solutions to challenges posed by social, cultural, eco-
nomic, environmental contexts and professional settings. The iden-
tification of needs, opportunities and challenges will become the
starting point for designing and developing training.

In line with Tejada (2005, 2007) and Tejada, Ruiz (2013), the
competency-based training approach cannot be reduced to more
practical training, as a direct counterpoint to the theorization of uni-
versity training approaches, but rather involves training people in-
corporating the experience into the training process itself, without
which the competence is not acquired. Opening the training spac-
es and scenarios (external practices, real situations, challenges, and
challenges of the close context) so that people can develop their
skills is an essential requirement.

On the other hand, it must be said that one of the most signifi-
cant implications of the university context is the change produced
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Fig. 1.2. Defining elements of competence in the university context.

in the conception of students, teachers, teaching staff and the uni-
versity itself. The active and responsible role of students in their
learning process, the mediating, reflective and critical role of teach-
ers, teaching oriented towards the development of competences
(general/transversal and specific), the significant and deep con-
struction of learning and a university committed to the values of
justice, freedom, equality, and sustainable development, like ours,
become some of the significant changes that justify the importance
of innovating in and for university practice.

University education should not only represent a scenario for
the training of professionals, researchers, and intellectuals, but
a training space that generates critical awareness of reality and
that provides tools for participation and social transformation, as
well as the development of all those both specific and generic and
transversal competences that will allow students to improve their
employability (Gonzélez et al., 2018).

The university must assume its commitment to the sustainable
development goals (SDGs) (UN, 2015), actively committing to in-
tegrate the principles and values of sustainable development into
the curriculum and university teaching practice (Murga, 2015). For
this, they must be incorporated into the strategic policies of the
university, but also in the teaching-learning processes of university
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education. ltis in this learning process where teachers are commit-
ted to integrating in specific subjects, in a transversal way, skills that
promote values based on human rights and sustainable develop-
ment, proactive attitudes to identify problems and social, cultural,
economic impacts, environmental, health, etc. (Portillo et al. 2020),
as well as ethical, critical reasoning, entrepreneurship, and digital
skills.

These referents of sustainable development guide us to teach
and learn to: formulate critical questions, self-reflect on one’s own
values, to propose more positive and sustainable challenges for the
future, to analyse the social, health, environmental, economic, cul-
tural impacts, etc., of our decisions and actions, to consider ethics
as the engine of our actions and to collaborate and dialogue in di-
verse sociocultural contexts with intercultural perspectives.

In summary, we are pointing to a professional teaching profile
(Sangra, 2001) along the lines of a teaching staff: a) more collabo-
rative than solitary, b) who must encourage and promote participa-
tion, c) who must recognize and accept the fact that who no longer
have possession of knowledge, d) with important organization-
al skills, e) open to experimentation, and f) with the capacity and
ability to modify their methodology. In short, rethink their teaching
skills.

3. Planning university teaching

In line with some studies on curricular design for the development
of more reflective, deep, self-regulated and situated skills and learn-
ing (Correa, 2013; Jonnaert et al., 2008; Moya, Luengo, 2009; Tar-
dif, 2008; Tejada, Ruiz, 2013, Paricio et al., 2019), training designs
should focus on adopting globalized and interdisciplinary proposals
when organizing content, methodology and evaluation in a different
way. Logically, the role and functions of teachers and organizational
frameworks are also affected by this design of training actions from
a competence logic and the development of reflective, critical, and
self-regulated learning.

Coll (2014) points out the need to work on this formative de-
sign approach, from a constructivist, sociocultural and contex-
tualized perspective that requires establishing a curriculum that
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differentiates what is essential from what is accessory, so that learn-
ing focuses on promoting critical reflection on and from action,
integrating content, social and cultural experiences that facilitate
empowermentand transformation. From this approach, the involve-
ment of learning situations in which the student poses challenges,
investigates, inquires, and resolves complex situations connected
to the current social world, where said resolution is the result of the
mobilization of competencies, of the contrast, must be guaranteed.
of knowledge and resources based on reflection and the creation
of knowledge in cooperative groups. At the methodological level,
these ideas pose new challenges when designing teaching strate-
gies and assessment systems that allow adequate monitoring of the
learning process focused on competencies.

As regards the role and functions of teachers, they must work as
ateam to be able to establish interdisciplinary proposals for the or-
ganization of content, methodologies and strategies materialized
in cooperative practices, with practical cases, simulated or real,
that refer to current problems of the social and cultural context. In
addition, with the use of strategies that place the studentin the face
of self-evaluation and critical reflection on their own learning pro-
cess, butabove all the creation and construction of new knowledge
from shared and mediated action between teachers and peers.

More flexible training designs must be assumed, integrating so-
cial and cultural experiences, and everything that involves the inte-
gration of formal, non-formal and informal teaching and learning.
From the organizational point of view, greater flexibility is required
in the groupings and configuration of the working groups that allow
the development and implementation of cooperative and person-
alized strategies, of individualized projects and itineraries, of a re-
quirement in the relative to the opening of university educational
institutions to the environment (economic, social, cultural and en-
vironmental), of the shared construction of the curriculum, thanks
to the cooperation and integration of scenarios (university, compa-
nies, institutions and community). The following figure presents the
elements that must be considered in planning the teaching-learn-
ing process based on competencies.

In summary, the keys to planning and designing competen-
cy-based teaching (Paricio et al., 2019) would be included in the
following ideas:
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Fig. 1.3. Design elements of competency-based teaching.

Updated, explicit and coherent curriculum in its elements (skills
and learning results, selection and sequencing of contents, design
of the methodology and teaching-learning activities and evaluation
system)

Strategic selection of the learning outcomes of the course based
on their contribution and relevance with respect to the graduation
profiles and the professional, general, and transversal competen-
cies of the profile and the professional family.

Curriculum as a complex system, aligned from the learning re-
sults and oriented to training by competencies.
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4. Methodologies in the teaching-learning process

When we approach the issue of teaching-learning methodologies in
the university context, we must allude to the principle of multivariate
methodological strategies. This principle maintains that, for learning
to occur, there must be a multiple and varied approach to methodo-
logical strategies; that is to say, that the different elements that make
up a methodology (activities, resources and means, organization of
time and space, contexts, scenarios and environments) are balanced
and that they are not repeated in the search for the method, but in
the pertinent adaptation to needs, experiences and interests of the
student body, according to the proposed learning results, the skills
to be developed, according to the contents to be developed and
the contexts, scenarios and real or simulated situations. This com-
bination of elements enables us to create multiple actions, a wide
variety of methodological proposals.

As illustrated in the following figure, when designing the teach-
ing-learning methodology, itis necessary to reflect on the most op-
portune combination of time and space, proposing synchronous,
asynchronous, face-to-face, or remote activities, in groups, in coop-
eration or individualized activities and / or autonomous. You must
think about the most appropriate resources and means to develop
and carry out the activity, the resources that must be varied, taking
advantage of the possibilities offered by digital resources (for which
the student body must have digital competence). All these activi-
ties, times, spaces, and resources must be adequately combined
to design and develop projects, solve problems, analyse, and solve
challenges, share, and collaborate with others, and develop actions
with the community, through service learning.

Competence-based training is key to comprehensive training.
Already in the very definitions of competence, reference is made to
the integration and combination of knowledge (to know, to know
how to do, to know how to be/be), of mobilization and implemen-
tation, of action, of experience and of the context of action. Hence,
the methodological approach for the development and acquisition
of competencies must start from and be supported by experience,
analysis, and reflection in and from practice, social interaction with
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colleagues and the search for creative solutions to social challeng-
es. cultural, economic, environmental, etc.

Following the approaches of Tejada (2007), it is worth highlight-
ing some psycho-pedagogical principles to consider when design-
ing and developing methodological strategies:

e Starting from the closest reality, integrating experience,

action, and context - global and integrated approach.
The student as the centre of action.

Degree of responsibility-autonomy and self-regulation
Reflection in and from action as a motor and improvement
"in” and "before” teaching-learning situations.

o Develop observation and analysis and the practical-theo-

ry relationship.

e Expansion of meanings and interests, knowledge in
action.

Learning as a socio-cognitive process.
Teamwork.

Inquiry Learning.

Engaged and emotionally significant learning.

The assumption of these principles places us directly in so-
cio-constructivism, in line with what was previously noted. These
principles implicit interdisciplinarity and globality, reflection and
research, construction, alternation, application, distinction, mean-
ing, coherence, and integration in line with what was proposed by
Lasnier (2000).

In the same way, it will be necessary to opt for a global and in-
tegrated approach, based on methodological strategies that take
the student body as the protagonist, in addition to the importance
of the context, action and experience as we have been maintaining.

We cannot forget the methodologies based on the relationship
between experience-action-context and on the resolution of prob-
lems, situations, or challenges, such as case studies, problem-based
learning (ABP) or challenge-based learning (ABR) and cooperative
learning. (Garcia et al., 2017; Olivares, Heredia, 2012; Tejada, 2021),
where students investigate, investigate, apply, analyse, discuss,
reflect, make decisions about the solution(s) or alternatives based
on group discussions and previous readings and during the reso-
lution of problems and/or situations, challenges or ethical dilem-
mas posed, of interest and need in the social, economic, cultural
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Projects
Simulations
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Workshops Practicum
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Self-directed learning
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Communities of practice/learning

Service Learning
Challenge - basedlearning

Fig. I.4. Multi-variety of methodological strategies.

or environmental context (Fidalgo et al., 2017). In addition to the
implication of the Service-Learning methodology (Ruiz-Corbella,
Garcia-Gutierrez, 2019; Mayor Paredes, 2020; Tejada, Ruiz, 2013),
as a core strategy for promoting skills related to commitment and
social responsibility.

5. The evaluation of learning and skills

As has been shown, in the university context the student is respon-
sible for their learning, among other reasons, because competen-
cies are the guiding axis of the training process. This responsibility
implies that the evaluation must undergo substantial changes in its
approach. As Falcé (2023) openly states, it is about moving from
qualification to evaluation. This evolution has several implications in
the university environment that we will see below.
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First, we need to consider different functions of evaluation. Thus,
we must distinguish between assessment of learning, assessment
for learning and assessment as learning. The evaluation in the con-
text of university higher education has focused on the evaluation of
learning, understanding this as a summative evaluation, carried out
at the end of the teaching-learning process, whose purpose is to
verify the achievement of the objectives, competences and/or re-
sults. intended learning outcomes and for the ultimate purpose of
grading or assigning a score. However, when the competences are
the referent of the formative process and the student is in the cen-
tre, the evaluation of the learning is insufficient, being necessary an
evaluation for the learning.

When we activate the evaluation for learning, as a complement
to the evaluation of learning, we are giving prominence to the stu-
dent who, assuming his active role, must participate openly in said
process. This participation in the evaluation, necessary when our
referent is in the competences, allows us to propose different eval-
uation modalities: teacher evaluation, peer evaluation, self-evalua-
tion, and peer evaluation (Rodriguez et al., 2013).

Evaluation as learning emphasizes, as Falcé (2023) emphasizes,
on feedback, it is its formative value, promoter of learning. Thus,
when learning is competency-based, this evaluation as learning is
more than necessary and becomes mandatory, with feedback be-
ing one of the most important tasks that teachers must promote in
the evaluation process. Table .1 can be consulted to illustrate the
importance and possibilities of feedback. It is with feedback that
the learning result (demonstration of competence) becomes sig-
nificant and allows the student to reflect on his acquisition process
and establish lines of action. improvement and future development
from a competence perspective.

Table I.1. Participated feedback strategies (Cano, 2020: 183-184).

What the student or
group of students does
Review the set of ex- They check how they did  oral and collective
ercises and determine the exercise and if they
the most frequent made a mistake.
mistakes. Discuss them
orally in class.

What does teacher do Feedback
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What does teacher do

What the student or
group of students does

Feedback

Review the student’s
homework by com-
menting on the elec-
tronic file directly.

Read the comments and
must respond by attach-
ing to the final work an
explanatory document of
the modifications made
considering the teacher’s
comments.

Written and electronic.

Review the first version
and give oral feed-
back to the group of
students in tutorials

They take notes of what
is good, what is not so
good and the agree-
ments they reach to
incorporate them into
a second version.

Oral by the teacher, but
students write it down on
an ad hoc form.

Returns the correct
results of a problem

Narrates in writing the
difference between how
he had solved the prob-
lem and how it should
have been solved

Written self-assessment
by comparison with the
solution (examples)

Provides various jobs
solved in different
ways

Compare how you have
solved the job and how
others have done it. Take
note of resolution strate-
gies different from yours.
From there, criteria for
good performance can
be inferred individually
or collectively.

Self-assessment by com-
parative judgment

It offers scripts or
guidance bases that
indicate the steps to
be taken in a process
and help plan the task.

The students plan their
work process based on
the script, they monitor
their work according to
whether they conform to
the established phas-
es and at the end they
assess the degree of

follow-up of the indicated

process and the use-
fulness it has for future
learning processes.

Individual self-assess-
ment or as a working

group
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What does teacher do it ve sivelont o Feedback
group of students does

Provide the ques- The studentreflectson  Self-appraisal

tions to answer in the  What has been learned
form of one-minute and writes what has been

. the most significant, what
papers olr as learning has been understood
protocols. and what remains to be
understood, what has
been learned and how
has it been learned.

Organize the pairs and Students evaluate each  Peer evaluation.

give the evaluation cri- other by applying the cri- Sometimes there can be
teria for the task (and  teria. Optionally, students co-evaluation processes
explain in some way what that combine peer eval-

the characteristics of h : :
changes they have made uation with evaluation

What good feedback because of the contribu- by teachers, following

is). tions of their peers. the same criteria (for
example, established in
a rubric).

Another important aspect in the evaluation of competences is
in the planning of the process, since the evaluation of these based
on the learning results supposes to propose evaluation tasks, eval-
uation instruments, contexts and decision making. These decisions
are relevant when the feedback allows us to go beyond the simple
rating. The following figure shows the planning flow of the learning
assessment from the learning perspective.

As a complement to this evaluation process shown in the fig-
ure, it is recommended that the different evaluation activities be
planned in the development of the subjects. A planning that should
make the evaluation instruments and/or devices visible, the distri-
bution of the leading roles in the evaluation process and the clarifi-
cation of the necessary and inevitable feedback that transforms the
evaluation into a genuine learning process and not only in informa-
tion from the achievements or qualifications (Navio, 2022).

6. Summary

All these ideas raised, on how the teaching-learning processes
should be characterized in the current university context, require
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that the student body develop, acquire, and apply digital compe-
tence to make the most of the training and educational possibilities
of the environment. For this they must be trained in digital skills.

In the same way, it will be necessary to design learning envi-
ronments that help students to identify and detect needs, oppor-
tunities, and challenges, who know how to analyse them to pro-
pose creative and critical projects and solutions. All this will not be
possible if the student body does not develop and acquire skills
related to entrepreneurship such as autonomy, responsibility, in-
itiative, self-motivation, collaborative, cooperative and network
work, the ability to create a project that provides creative solutions
to the opportunities or challenges detected and analysed in the
environment.

The changes taking place within university education go be-
yond just the structure of university degrees, and some key ele-
ments, discussed throughout the chapter must be underlined. The
transformation occurring in university education extends beyond
mere alterations to degree structures; it encompasses a shift to-
wards student-centred learning with a focus on cultivating compe-
tencies and skills. This necessitates changes in teaching methodol-
ogies and instructor training. Central to this shift is the emphasis on
competencies, which entails integrating conceptual, procedural,
and attitudinal knowledge to tackle real-world problems, fostering
a more contextual and situated training approach.

Effective planning of teaching involves universities establishing
clear learning outcomes rooted in competencies, necessitating
flexible curricular designs that incorporate social and cultural ex-
periences. Collaboration among teachers is crucial to developing
interdisciplinary proposals that align with this approach. To foster
competencies, a diverse array of teaching methods, such as case
studies, problem-based learning, and service learning, is required.
Actively engaging students in self-evaluation and reflective prac-
tices on their learning process is paramount. This competency-fo-
cused paradigm prompts a re-evaluation of assessment methods,
transitioning from traditional grading to comprehensive evaluation
encompassing, for instance, peer evaluation, self-evaluation, and
constructive feedback. Evaluation tasks must be designed to as-
sess students’ competencies and decision-making abilities.
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In conclusion, the pursuit of developing competencies and
skills necessitates a holistic reimagining of teaching approaches,
methodologies, and evaluation processes within universities. This
transformation aims to equip students with the aptitude required
to meet the evolving demands of the 21st century, emphasizing
student-centred, contextual, reflective, and competency-driven
learning.
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