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Abstract  
In this paper, we will focus on the essential role of teacher coordination as a key element in the 
development of competencies in university undergraduates. Coordination arises as a necessity 
demanded by the radical change of university paradigms clinging from individualism to a culture of 
collaboration and teamwork. To this end, it is necessary to establish structures that enable debate, 
dialogue and consensus as a shared responsibility among the teaching staff responsible of ensuring 
the training of competent students able to carry out their professional work. 

1 INTRODUCTION  
The demands arising from the social and work field and from international and national institutions are 
increasing towards education in general and, more especially, towards higher education in particular. 
In fact, those demands are based on requiring a quality education in degrees and postgraduate 
studies and giving universities a special responsibility on educational issues. In this sense, Higher 
Education Centres are just attempting to fulfil functions to satisfy social demands and commissions. 
To do so, it is required to substantially strengthen training processes, research in itself and 
transference to society, as a basis for the educational model (Carlos, Iglesias and Baute, 2016). 

The current structure of university curricula in Spain was inherited from the implementation of the 
European Higher Education Area (EHEA), adopted by 49 countries; in whose circumscription is 
assumed that university degrees from the different country members are valid. The EHEA is organised 
according to certain principles (quality, mobility, diversity, competitiveness) and aimed at achieving, 
among others, two strategic objectives: increasing employment in the European Union and converting 
the European Higher Education Area into a pole of attraction for students and teachers from other 
parts of the world. 

The fundamental objective of the EHEA is to facilitate the mobility of students, teachers and graduates 
among all member countries, so that they can continue their studies, if they wish, in a different 
university of the system, generating international mobility programs for teachers and workers. Another 
challenge is: "to move towards a student-centreed teaching, in which the student is the true 
responsible and main actor of the learning process and results; while the teacher becomes just a 
conductor that tries to get the best of each participant in that knowledge concert" (Hernández, 2010, 
p.27). 

The different curricula of the Education Degrees (Pre-primary and Primary) that were set up under the 
auspices of the European Higher Education Area at universities shared a common aim, the 
development of competences in prospect teachers and education professionals. Following Castañeda 
(2016) the way in which newly created curricula are designed is characterised by leaving aside the 
conception of learning as something merely rote, theoretical, propaedeutic and selective to replaced 
with a teaching-learning process based on this new pedagogical construct called "competences": 

entendiéndolas como “las destrezas, capacidades, y/o habilidades para resolver 
situaciones reales problemáticas que se dan en un determinado contexto, a través de la 
puesta en práctica integral e interrelacionada de los conocimientos, procedimientos y 
actitudes que el sujeto ha ido adquiriendo y desarrollando a lo largo de todo su proceso 
vital, obteniendo con ello unos resultados satisfactorios, eficaces y eficientes (p.137). 

Understood as "the skills, capacities, and/or skills to solve real problematic situations that 
occur in a given context, through the integral and interrelated implementation of 
knowledge, procedures and attitudes developed by that person subject throughout its 
vital process; thus obtaining satisfactory, effective and efficient results (p.137). 
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To provoke a real and effective development of competences, it is paramount to employ new 
methodologies and evaluation systems. The perspective of learning by competences makes 
insufficient the idea of the contents linked to subjects and areas (Cano, 2011). If we want to present a 
complete approach, it must be required to include skills, strategies, attitudes and values needed by 
prospect undergraduates to work efficiently. Therefore, these new advocated methodologies must 
ensure the development of all needed learning systems. Likewise, "the teacher should be able to 
assess the degree to which each competence is assumed and incorporated, assessing the level at 
which each student becomes competent on a scale" (Triado, Aparicio and Elasri, 2013, p.37). 

Rodríguez (2011) suggests that universities are also responsible for guaranteeing not only the highest 
qualification but also a teaching and research competence on their teaching staff. In this sense, these 
institutions are relatively obliged to promote university teacher-training programmes la through 
educational actions oriented towards innovation in teaching-learning methodologies and curriculum 
assessment. This author also proposes, on the other hand, the need of university staff to do research 
from their own teaching practice as a process of generating valuable knowledge in the constant 
search of improvement of their own teaching competences. To do so, teachers should foster the 
development of competences in which knowledge; selection, implementation and reflexive evaluation 
of different methods, strategies and methodological techniques become essential axes of their 
professional career. Both training and research on methodologies also need to be done with regard to 
the means, instruments and evaluation systems for the development of competencies. 

2 A KEY FACTOR IN THE DEVELOPMENT OF SKILLS: TEACHING 
COORDINATION IN SAFA  

The development and acquisition of competences in EHEA undergraduates is directly related to a new 
methodological conception of the evaluation systems. However, there is a key element that has not 
yet received the importance it deserves in the achievement of competent students in initial training; in 
fact, we are referring to the coordination of teaching teams. This issue has been taken for granted in 
most university centres and it has neither received the necessary attention nor efforts. 

The European Higher Education Area designed a great variety of challenges in terms of coordination 
of teaching teams and, consequently, the overcoming of individualism at work in favor of cooperation. 
This cooperation between teams becomes one of the key elements supporting the success of the 
process (Gallego, Redondo, Lorente and Benedito, 2011). 

Zabalza (2003) states that teacher coordination facilitates the performance of tasks and improves the 
effectiveness of individuals. Coordination, in short, involves accommodating one's actions to a 
common dynamic that is fundamental for the institution: 

No tiene sentido hablar de proyectos formativos, de funciones institucionales, de 
objetivos, de planes estratégicos y líneas prioritarias sino existen mecanismos de 
coordinación que los hagan posible (p.163).  

There is no point in talking about training projects, institutional functions, objectives, 
strategic plans and priority lines, if there are not coordination mechanisms that make 
them possible (p.163). 

Torrego and Ruíz (2011) refer to the lack of a tradition in coordination at Spanish universities beyond 
purely formal aspects, such as the sequencing of subjects or the establishment of schedules. Both 
authors state that "the path required by the EHEA in defining the professional profiles of each title or 
specialty demands that teachers of each course and each degree coordinate with their colleagues to 
design a common training project" (p.33). 

3 TEACHING COORDINATION MECHANISMS AT SAFA UNIVERSITY CENTRE  
The development of teaching coordination is transmitted through different structures at the different 
universities and faculties. Following Torrego and Ruiz (2011) "in order to achieve the greatest 
effectiveness in coordination work, coordination mechanisms are differentiated by: vertical, making 
possible to follow the guidelines of the coordinating boards in an agreed way while horizontal 
mechanisms try to achieve cooperation among teachers and the maximum exchange of information to 
allow the adjustment of teaching to the detected needs and the marked purposes" (p.34). 
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SAFA University Centre tries to promote and develop vertical and horizontal coordination with respect 
to those aspects related to the curriculum as well as to the academic activities developed at the 
centre.  

First of all, we will describe vertical coordination mechanisms. In order to carry out this function of 
teaching coordination in the curriculum of the Degrees in Pre-primary Education and in Primary 
Education, the Centre has established four types of comittees with different functions and 
responsibilities but whose common purpose is to coordinate the different tasks and actions of the 
curriculum. 

One of these committees is the Title Monitoring Committee, whose responsibility consists of 
coordinating the monitoring of the curricula in academic and vocational aspects of the degree. The 
aspects related to the guaranteeing of the quality of the title are addressed to the Quality Assurance 
Committee of the Centre. It is in charge of ensuring compliance with the plans for the improvement of 
the qualifications of the Centre.  

Another fundamental mechanism of coordination at the University Centre is the Pedagogical 
Coordination Committee. It is established as the main organ in the decisive collaboration among 
teachers. It is the most evident manifestation of cooperation, teamwork, mutual support and availability 
for collaboration, in short, promoting collegiality as a professional culture and as a principle of the 
teaching activity carried out at the centre. Finally, we would highlight the essential task developed by 
the Committees in the coordination of specific aspects related to the development of transversal, 
didactic and organisational and mentoring competences. 

Secondly, we will refer to the mechanisms of horizontal coordination that are carried out by teaching 
teams. According to Rué and Lodeiro (2010), the importance of teaching teams lies in institutionalising 
different shared projects that serve as model for training future professionals according to labour 
demands. The main role of teaching teams is to establish the adequate measures for the development 
of subjects, evaluation and monitoring of undergraduates. They constitute the core element to meet 
the requirements of improvement and quality. The participation in them should be assumed as a 
stimulating task that contributes to improve the quality of the degree. 

These above-mentioned committees at SAFA University Centre are made up by professors who are 
responsible of subjects and have as a fundamental aim the programming of academic activities. In 
fact, coordination meetings are held among teaching teams according to the courses and degrees 
where they teach. This last fact seems paramount since the achievement of skills is based on a good 
coordination among teachers of different subjects. 

The main aim of the coordination process at the University Centre is to promote a systematic shared 
organisation that enhances a culture of collaboration, both concerning the programming of the 
subjects and their development to ensure the acquisition of transversal and specific competences. 
Actually, it is considered as an essential element in the pursuit of future professionals’ development. 

4 METHODOLOGY 
As we have mentioned above, teaching coordination within the teaching team who works with a group 
of students is not only necessary but also essential for the achievement of the competences 
associated to the title and to the subjects themselves. The process of implementation of the degree 
titles and the assessment by competences developed by the student, which are explicit in the new 
training programs, makes invaluable both horizontal and vertical coordination among teachers 
responsible of the different subjects. At SAFA University Centre, we are aware of this and, as a 
consequence, we have carried out a coordination experience among subjects of the 4th course of 
Primary Education degree; more precisely, through the explicit teaching experiences in the practical 
sessions of the affected subjects.  

In order to carry out this experience, a group of teachers proposed a shared and collaborative activity 
among several subjects. The main objective was to achieve an evaluation of some competences 
focusing on providing students with a global vision of how to teach in primary education. That is to say 
an interdisciplinary project work that was carried out across the different subjects with a full 
coordination of the teaching staff. The subjects that were part of the experience were Science 
Didactics II, Statistics and Probability Teaching, Pedagogical aspects of motor and sensorial 
difficulties, Pedagogical aspects of cognitive difficulties and communication and Learning and 
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Teaching Foreign Languages, these three latter subjects belonging to Special Education and English 
as a Foreign Language specialties.  

Furthermore, students were required to design, as a final assignment, the planning of a project work in 
which the contents of the mentioned areas of knowledge were included. This was a great benefit for 
students since they had to deliver just a single paper for all the different subjects instead of five 
different tasks. This type of proposal facilitates prospect teachers a global vision of education from the 
necessary coordination among teachers. Likewise, students put into practice an active, globalising, 
inclusive and interdisciplinary methodology, promoting a global and coordinated conception of 
education. 

5 RESULTS 
The student assessment process has been carried out in a global and coordinated way among the 
different subjects. Students needed to hand in a portfolio created and ellaborated within a group. This 
portfolio included a project work programming and a qualitative evaluation of the experience. 

More precisely, the assessment of the project work has been carried out through a rubric agreed by all 
the teachers involved. This instrument facilitates the evaluation of students performance, in this case, 
the programming that was required as final product. Following the evaluation criteria, we could clearly 
assess learning, knowledge and skills acquired by students. The chosen evaluation criteria were: 
planning including all the key elements of a programming, being able to express al the elements of 
programming adequately, proposing innovative tasks and activities and giving coherence to all the 
elements of the programming. 

There were 60 students participating in the experience, 85% were assessed positively. In particular, 
20% received the mark of “excellent” the rubric; 34.3% received “well”, 31% received “adequate” and 
14.7% were regarded as “not so good” in the process of programming the project work. 

Table 1.  Percentage of marks allocated to students. 

 Excellent Well Adequate Not so good 

Percentage of students 20% 34,3% 31% 14,7% 

On the other hand, the teaching staff has completed a qualitative evaluation of each team through a 
qualitative analysis of the group portfolio. We highlight some of the contributions made by the groups: 

“The project work has been the most enriching thing of this course that we have done in 
groups. It has been an example of coordination and collaboration among teachers of the 
different areas involved” (Student A) 

“Lo más enriquecedor de este curso, ha sido el proyecto de trabajo que hemos 
realizado cada uno de los grupos. Ha supuesto un ejemplo de coordinación y 
colaboración entre el equipo docente universitario de las diferentes áreas implicadas”. 
(Estudiante A) 

“This centre defends a global and interdisciplinary education, mainly through Project 
works, and this experience has been a clear evidence that shows that it can work only 
through the collabouration and coordination of teachers.” (Student B) 

“En este Centro universitario se defiende una educación global e interdisciplinar, 
fundamentalmente a través de los proyectos de trabajo, y esta experiencia ha supuesto 
una evidencia clara que demuestra que se puede trabajar así, aunque eso sí, a través 
de la colaboración y coordinación del profesorado.” (Estudiante B) 

In short, we can state that the students participating in the experience highlight the interdisciplinary 
benefits of including areas of knowledge from different fields and how it fosters the implementation 
and application of the theoretical assumptions usually mentioned in the different subjects 
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6 CONCLUSIONS 
This experience aims to show the collaboration mechanisms developed by the teaching staff of the 4th 
Grade in Primary Education degree at SAFA University Centre. Students participating in the 
experience valued very positively the joint work among the subjects. In fact, they even considered that 
this methodology really resembled the natural way that they should apply when they could teach first 
school years. In relation to this, we can state that project work methodology helps primary school 
children in connecting academic learning with their closest reality and thus, permitting them finding a 
functionality and significance to the learned contents. Moreover, students also emphasised that there 
was not a fragmentation of learning so that it promoted the acquisition of competences in a global, 
close and relevant way. 

Teachers valued the experience by remarking that this type of projects, on the one hand, show that it 
is possible to introduce an interdisciplinary perspective of knowledge and that it is a possible task to 
be done at an university environment. On the other hand, those believe that there is a step of 
curricular conception shifting the focus from contents to competencies. In fact, it advances in the type 
of methodologies employed and it also unifies the evaluation instruments towards a real assessment 
of the developed competences. Likewise, transversal competences that require shared methodologies 
among teachers have also been established across the different subjects. 

We can finally conclude that teaching coordination becomes necessary and turns out to be a key 
element in any collaboration process shared by teachers. In this sense, the institutional responsibility 
to create vertical and horizontal coordination structures among teachers resembles nearly compulsory. 
Gallego et al. (2011) suggest that the sharing of common interests and the creation of institutional 
mechanisms do favor the learning of cooperation so as to set up that well-known confidence which 
forms the basis for establishing agreed channels of collaboration. 

The different educational institutions are called to be creative so as to make room for the emergence 
of enough structures that diversify possible areas of coordination among the teaching staff. Actually, 
teaching teams constitute a fundamental basis of the teaching coordination paying attention to the 
diverse needs of coordination. Lodeiro (2011) highlights two key aspects in the role of teaching teams, 
on the one hand, the coordination of teachers to generate effective learning and, on the other, 
collaboration as a source of their own academic identity and professional development. More 
precisely, the university culture characterised by individual teaching and research careers is nowadays 
demanding a change of perspective and thanks to the current change of paradigms where it finds the 
opportunity to develop a teaching and professional identity based on dialogue, consensus and 
agreement. 

Finally, it should be noted that coordination understood as an objective and as a process is regarded 
as an added value to the formative proposal which, is even capable of having a decisive impact on the 
quality of the training (Rué and Lodeiro, 2011). Consequently, it emerges as one of the most relevant 
quality indicators for any evaluation process. By far, we would like to emphasise that these proposals 
agreed upon through coordination processes in the EHEA Centres are those showing the highest 
quality index in the formative processes of undergraduates and, what is more, they do have a a real 
and effective impact in the development of general and specific competences. 
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