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Abstract. This exploratory study addresses the understanding of the
intercultural education approach from the perspective of Pedagogical
Content Knowledge (PCK) among heads of teacher training programs in
Chile. In a global context of increasing cultural diversity in classrooms,
interculturally competent teacher training is becoming essential. The
research, based on a qualitative case study, analyzes the discourses of two
department heads, selected for convenience, who participated in semi-
structured interviews. The information was analyzed through open
coding and constant comparison, using Atlas.ti 24 software. The literature
review highlights the relevance of Diversity Pedagogical Content
Knowledge (DivePACK) and the need to strengthen teacher training from
a critical intercultural approach. The results reveal an incipient
multicultural understanding, with an emphasis on the relevance and
contextualization of content. Limited integration of the intercultural
approach in teaching and assessment methodologies was identified. It
concludes that there is a limited presence of the intercultural approach in
the PCK understandings of department heads, which underscores the
need for training in this area. This study contributes to the field of teacher
training and intercultural education, highlighting the importance of
DivePACK and offering valuable information for university policy and
initial teacher training.
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1. Introduction

In the context of increasing globalization and connectivity, universities face the
challenge of preparing students to perform successfully in diverse, multicultural
environments (Kuffuor et al. 2024). One such environment is schools, which are
becoming increasingly characterized by cultural diversity worldwide. For this
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reason, education systems across the globe need teachers who are equipped to
meet the demand for inclusive education. This group bears not only a special
responsibility as the primary source through which students develop an
understanding of the academic subject matter (Schulman, 1987), but also the
responsibility of fostering intercultural learning. Doing so requires interculturally
competent teachers who are able to recognize and pedagogically mobilize the
knowledge that students bring with them from their diverse backgrounds.

Therefore, high-quality intercultural education in teacher training is an important
component (Schmelkes and Ballesteros, 2023), one that should include the
development of Diversity Pedagogical Content Knowledge (DivePACK) (Dursun,
2024; Dursun et al., 2021). This knowledge enables teachers to understand the
cultural realities and value the prior knowledge their students bring with them
from their diverse backgrounds, and it equips them to make didactic use of this
knowledge for learning within the respective school subjects.

In his doctoral study, Dursun (2024) develops this conceptual framework as
applied to the analysis of teacher training programs from the perspective of
preservice teachers in Flanders. The aim is to understand how they integrate
diversity, equity, and social justice, how this integration shapes preservice
teachers” knowledge and beliefs, and what implications these findings hold for
teacher trainers. These results also reveal a research gap on this side of the world,
which this work seeks to fill by incorporating the lens of the intercultural
educational approach, under the premise that such a theoretical conjunction
fosters inclusive and socially just educational environments.

However, one aspect common to education systems like those in Latin America is
the limited number of teacher training offerings with an intercultural focus
(Millan & Gonzalez, 2024; Mora-Olate, 2025; Mora Ramos, 2025, Pavez et al., 2023).
This is a critical issue in initial teacher education and undermines the way schools
respond to students from diverse backgrounds. Chile is no exception to this lack
of dynamism in teacher training, as pointed out in the report by the Commission
for the Strengthening of Teacher Education of the Council of Chancellors of
Chilean Universities (CRUCH) (2024) on strengthening both initial teacher
education (ITE) and in-service teacher training. This report recommends
incorporating a distinctive commitment within the ITA curricula to cultural
diversity, inclusion, and interculturality.

With regard to the teacher education curriculum managed by university program
directors, recent evidence (Dursun, 2024) reveals that, in addition to highlighting
the key role and influence of teacher training on the development of knowledge,
skills, and values that promote cultural diversity and equity, course plans
incorporate these elements in three different ways. These are inclusive (diversity
modules sprinkled throughout the entire program); superficial (elective courses);
and integrated (a theoretical foundation combined with practical experience in
diverse settings to enable critical self-reflection). In Chile, the study by Millan &
Gonzalez (2024), which analyzes the presence of migration-related content in the
teacher education programs of 41% of universities offering a degree in elementary
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education, concludes that among the various types of diversity, migration is the
least addressed, with a single course focusing on this topic.

As mentioned above, teaching programs are managed by department heads, who,
in addition to ensuring timely graduation (Moya Mufioz, 2019) and maintaining
a direct relationship with students, constitute mid-level leadership within the
university academic management structure (Lawrence et al., 2022; Maddock,
2023). There is a scarcity of studies on this type of leadership in Latin America
(Maddock, 2023), with a predominance of European perspectives in this area. In
Chile, the program head plays an essential role, as they are responsible for the
mandatory accreditation process for teacher education programs (Mora-Olate &
Sanhueza-Henriquez, 2025).

Therefore, those who hold department head positions also play a key role in
teacher training, in general, and in the implementation of an intercultural
approach and development of Pedagogical Content Knowledge of cultural
diversity, in particular (Dursun, 2024). Specifically, in terms of department heads’
understanding of intercultural education, recent findings from an exploratory
study conducted at two Chilean universities (Mora-Olate & Sanhueza Henriquez,
2025) report that department heads have a monocultural understanding and lack
a “deeper epistemological questioning of teacher education curricula” (p. 28) in
aspects such as the development of Pedagogical Content Knowledge of cultural
diversity. This reveals an emerging line of inquiry to explore, as there is
insufficient evidence available at present.

In light of these considerations, the question guiding this inquiry is: How do
teacher education program leaders understand the intercultural education
approach from the perspective of Pedagogical Content Knowledge of cultural
diversity? More specifically, regarding the curricular dimensions of the training
programs they lead (conceptual, instructional, and evaluative), this study seeks to
address the following questions: In what ways do they believe curricular content
integrates or promotes engagement with cultural diversity and the intercultural
education approach? How are teaching methodologies linked to the intercultural
approach? And how is cultural diversity considered in the assessment processes?

Accordingly, the objective of this exploratory study is to describe program heads’
understanding of the intercultural education approach from the perspective of
declarative Pedagogical Content Knowledge (PCK) as expressed in their
discourse within Chilean teacher education programs. The following section
develops theoretical aspects related to this study’s area of focus.

2. Literature Review

2.1 Pedagogical Content Knowledge

In his effort to understand subject matter and pedagogical expertise, Shulman
examined the beliefs, conceptions, and practical knowledge that enable a teacher
to effectively instruct students. He explored the sources and overarching
structures of the foundational knowledge required for teaching —what he termed
Pedagogical Content Knowledge (PCK). He defined PCK as “the amalgamation
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of content and pedagogy within an understanding of how particular topics,
problems, or issues are organized, represented, and adapted (...) for instruction”
(Shulman, 1987, p. 8). According to Shulman, this conceptual construct of PCK is
what “distinguishes a teacher from a content specialist, as it represents the specific
knowledge formed at the intersection of subject matter and pedagogy” (Vergara
Diaz & Cofré Mardones, 2014, p. 324).

PCK is generally categorized into two types: declarative and procedural
(Schmelzing et al., 2013). Declarative PCK refers to “the way a teacher prepares
for instruction, organizing a sequence of tasks within the teaching process”
(Larrain et al., 2022). It can be expressed in written texts or interviews and
corresponds to the teacher’s knowledge of specific didactics (Vergara Diaz &
Cofré Mardones, 2014, p. 328). In contrast, procedural PCK “refers to the actions
a teacher exhibits during instruction, within the classroom setting” (Larrain et al.,
2022, p. 160203)

2.2 Updating PCK: Diversity Pedagogical Content Knowledge

In the absence of a theoretical framework that allows us to understand the
complexity of teachers’ knowledge of diversity, Dursun (2024) develops a
conceptual framework for this concept in his aforementioned doctoral research.

Within the global imperative to teach in culturally diverse classrooms, the
traditional framework of Pedagogical Content Knowledge (PCK) has evolved to
incorporate the need for developing not only a general knowledge of diversity,
but content-specific knowledge of diversity and a pedagogical knowledge of
diversity within initial teacher education as well. This conceptual expansion is
known as Diversity Pedagogical Content Knowledge (DivePACK) (Dursun et al.,
2021; Dursun, 2024), which serves as the foundation for a dynamic body of
knowledge essential for teaching effectively in multicultural classrooms.

To achieve this, teachers must “master multiple domains of knowledge and strive
to develop constructive pedagogical methods and strategies to teach content
while incorporating critical theories of race, ethnicity, culture, and society”
(Dursun, 2024, p. 47). DivePACK emerges from the concrete interactions between
“teachers’ specific knowledge, whether it pertains to their own or others” heritage
(gDK), a unique way of understanding subject specific content (DCK), and a grasp
of pedagogical strategies related to ethnic and cultural diversity (DPK)” (Dursun,
2024, p. 47). The following is a brief description of these three components of

DivePACK:

a. General Diversity Knowledge (gDK): This includes knowledge of one’s
own culture and of others, in terms of similarities and differences,
allowing teachers to challenge “the facts, concepts, and paradigms about
their own and other cultures that teachers derive from personal
experiences, popular media, or traditional Western-centered academic
knowledge” (Dursun, 2024, p. 66).
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b. Diversity Content Knowledge (DCK): By valuing students” own culture,
this component enables teachers to “bridge the gap between conventional
school knowledge and students’ diverse cultural resources” (Dursun,
2024, p. 46), creating a meaningful knowledge base that reflects students’
lives and interests.

c. Diversity Pedagogical Knowledge (DPK): This component aims to provide
learning opportunities for all students, involving a broad repertoire of
teaching strategies, studied throughout initial training, that allow teachers
to connect their instructional practices with learners’ cultural knowledge
and characteristics. In doing so, teachers create a classroom of trust that
seeks to “inspire all students, establish positive relationships, and facilitate
culturally and ethnically inclusive interactions” (Dursun, 2024, p. 47),
countering racism and creating high expectations for all learners.

In Dursun’s words, teachers with high levels of DivePACK will have “a deeper
understanding of diversity in general (gDK), extensive knowledge of pedagogical
strategies and methods (DPK), and a high level of subject knowledge that is
adapted to a diverse society (DCK)” (Dursun, 2024, p. 4).

Specifically, this concept, which refers to specific knowledge derived from a
combination of general cultural knowledge, content knowledge, and pedagogical
knowledge, can be applied to school teachers working in culturally and
linguistically diverse classrooms, to leaders responsible for designing public
policies and curricula, and also to teacher trainers, who “play a fundamental role
in shaping the knowledge, values, and attitudes of their learners about students,
teaching, and education” (Dursun, 2024, p. 186).

In the context of this research, the framework offered by Dursun, in dialogue with
the intercultural vision of cultural diversity, sheds light on the category of
Pedagogical Content Knowledge of Intercultural Education, in this case, during
teacher training.

2.3 Intercultural Education in Teacher Training

Global research findings show that teacher training does not provide learning
opportunities that enable teachers to sufficiently address the needs of students
from diverse cultural backgrounds (Milldan and Gonzalez, 2024; Mou et al., 2024).
Therefore, it is important for higher education to offer “training that incorporates
the broad and complex reality of cultural diversity” (Pavez et al., 2025, p. 4). In
this regard, in European contexts, research shows that teacher trainers have

emphasized a pedagogical approach of culturally sensitive teaching (Mou et al.,
2024).

In Latin America, the results of a literature review covering the period between
2018-2023, and referring to practical experiences of teacher training delivered
from an intercultural approach (Pavez et al., 2025), reveal that it is associated with
various aspects of decoloniality, an approach to indigenous issues, interculturality
as a device of power, the critical perspective of interculturality, and intercultural
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competence. However, students consider themselves to be insufficiently
competent to include this in their own teaching practices. In other words, the
DIVEPACK (Dursun, 2024; Dursun et al., 2021) developed during their teacher
training is considered to be insufficient.

In short, the body of evidence agrees on the need to strengthen teacher training
from an intercultural educational approach. In this regard, it is important to
specify that the intercultural vision of diversity (Walsh, 2005a, 2005b) emerged in
the Andean regions of Latin America, conceiving interculturality not only as an
educational issue, but as a broad social process, “playing a critical, central, and
forward-looking role, acting as a verb, and being understood as a continuous
process and activity” (Walsh, 2005b, p. 4).

Therefore, according to Walsh (2005b), a critical intercultural education approach
requires “both pedagogical and curricular innovation based not only on different
cultural content or experiences, but also on the processes of social interaction in
the construction of knowledge, and requires the development of conceptual
capacities, skills and abilities, and attitudes, values, and behavioral orientations”
(p. 15). This questioning, from a critical perspective, requires constant
intercultural dialogue and ongoing training (Mora-Olate, 2020).

Based on these approaches, the following section describes the methodological
design used in the research.

3. Methodology

3.1 Method

The study was qualitative in nature (Creswell & Poth, 2018), choosing an
exploratory case study design (Yin, 2018). This methodological choice aligns with
the research scope, which aims to delve into a contemporary phenomenon within
its real-world context. Additionally, it is consistent with the research question that
seeks to explore how teaching program directors understand the intercultural

education approach from the perspective of declarative Pedagogical Content
Knowledge (PCK).

3.2 Participants

In this study, the participants (Table 1) were selected using non-probability
convenience sampling, based on criteria of theoretical relevance and accessibility
in line with the study objectives. In accordance with the proposed design, two
female teacher educators who serve as heads of education programs at public
universities in Chile were selected. Their direct experience in curriculum
management and leadership of teacher training teams makes them key
informants, providing informative and meaningful cases (Patton, 2002). The
limitation of the number of cases to two is based on the desire for comprehensive
analysis, prioritizing the interpretive depth of the narratives and the consideration
of ethical and practical feasibility in establishing relationships of trust to facilitate
the collection of qualitatively meaningful information (Stake, 1995).
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Table 1: Description of Participants

Program Director, Case 1-PEP | Program Director, Case 2-PEB
University in the Metropolitan | University in the Central-
Region of Chile Southern Macrozone of Chile
Undergraduate | Early Childhood Education Bachelor’s Degree in
degree(s) Philosophy
Graduate degree(s) PhD in Education Master of Education
PhD Candidate in Philosophy
Primary area of Disciplinary Training Pedagogical Training
responsibility
Years of university 6 years 21 years
teaching
Years of teaching 3 years 2 years
in the degree
program
Years in office 4 years 1 year
Source: Own elaboration

The program director for the Early Childhood Education program (Case 1-PEP)
holds a degree in Early Childhood Education and a Ph.D. in Education. She has
six years of experience as a university lecturer in the field of disciplinary training
(Sciences) and has served four years in her current leadership role. This program
is offered at a university located in the Metropolitan Region of Chile.

In the case of the Elementary Education program (Case 2-PEB), the program
director holds a bachelor’s degree in philosophy, a Master’s in Education, and is
a Ph.D. candidate in Philosophy. She has 21 years of experience in higher
education and has been in charge of her program for one year. This program is
affiliated with a university in the Central-Southern Macrozone of Chile.

3.3 Strategies

Both department heads participated in a semi-structured interview designed for
the purposes of the research project. The instrument addressed five topics, which
were covered through ten questions. On this occasion, only the findings of the
topic Pedagogical Content Knowledge of Intercultural Education were reported
(Table 2), because the others have been reported elsewhere (Mora-Olate &
Sanhueza-Henriquez, 2025). The following questions were asked regarding the
topic of discussion:
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Table 2: Selection of Semi-Structured Interview Questions

Topic Guiding Questions
Pedagogical Content Knowledge of 1. Based on your knowledge of the
Intercultural Education program’s training plan, how are the

course contents related to cultural diversity
and Intercultural Education?

2. Regarding the teaching methodologies
implemented in the courses within the
curriculum, how do you perceive their
connection to the intercultural approach?
3. What would be the most effective
strategy for teacher training students to
learn how to teach from an intercultural
education approach?

4 When assessing student learning in the
program’s courses, how is cultural
diversity being incorporated?

Source: Own elaboration

3.4 Procedure

As an initial step, the program directors were contacted via email, they were
informed about the research objectives, and they received an informed consent
document requesting their participation. In the second stage, interviews were
scheduled by mutual agreement. Third, following the signing of the informed
consent forms, the interviews were conducted either in person or online, with an
average duration of 60 minutes. These interviews were recorded using a digital
recorder or a video file from a Zoom recording.

The study was conducted in accordance with the Declaration of Helsinki and has
been approved by the Research Ethics Committee of the Faculty of Social Sciences
at the University of Chile (No. 10-14/2023), which acts as the sponsoring
institution. This Committee reviewed and authorized the interview protocol and
informed consent forms for both the institution and the research participants.

To ensure the confidentiality of the data presented, the anonymity of both the
universities and the program directors involved in the study was maintained,
with references made through a coding system. Additionally, the transcription
team signed a confidentiality agreement, and in the case of interviews conducted
via Zoom, they only had access to the audio file. As an important ethical
consideration, special attention was given to ensuring the accuracy and reliability
of the data (McMillan & Schumacher, 2005).

To ensure the quality of the study’s results, scientific rigor criteria are applied to
guarantee credibility by providing a sufficient description of the data (Albert,
2007), through the detailed presentation of excerpts from the participants’
statements, which enable readers to ponder the interpretations presented in the
article. Specifically, the criteria of density and transparency are adopted (Krause,
1995).
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3.5 Data Analysis

The audio recordings were transcribed into a word processor grid and
subsequently reviewed against the original recordings by the lead researcher to
ensure completeness and accuracy. The transcriptions were then stored as a
hermeneutic unit in Atlas.ti version 24 for analysis. Following the Grounded
Theory approach (Strauss & Corbin, 2002), inductive analysis techniques were
applied, including open coding and constant comparison.

The open codes were refined in their labeling, some were merged, and ultimately,
they were grouped into code families according to the themes outlined in the

interview protocol, allowing for the construction of emerging categories (Table 3):

Table 3: Emerging Categories

Topic Dimensions Emerging Categories
Pedagogical Conceptual - Relevance of content in diverse
Content contexts
Knowledge of - Contextualization of learning
Intercultural Instructional - Active learning methodologies
Education - Early engagement with the school

environment

Evaluative - Contextualized assessments
- Need for training in assessment
practices

Source: Own elaboration

After applying the design described above, the main results obtained are
presented below.

4. Results and Findings

The following section presents the results of the analysis, organized according to
the dimensions of Pedagogical Content Knowledge of Intercultural Education to
be studied (conceptual, instructional, and evaluative). Each section concludes by
answering the specific research questions posed.

4.1 Conceptual Dimension

In Case 1-PEP, regarding the relationship between the content of teacher
education curricula and cultural diversity and the intercultural approach, the
participant stated that there are no specific courses dedicated to this topic.
However, she identified certain courses where interculturality could be expected
to be addressed. Nevertheless, she highlighted a key practice within her program:
critical reflection on the relevance of curricular content. As an example, she
mentioned discussions surrounding the celebration of certain national
commemorations in educational institutions, such as Chile’s Independence Day
(“the 18th” of September), and the ways in which educators engage with families:

“The relevance of celebrating certain events in early childhood education,

such as Father’s Day or Independence Day (the 18). When this topic
comes up, it is increasingly questioned — especially by first-year students,
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who tend to be highly critical —whether these celebrations are truly
inclusive and relevant for all families. However, the challenge then
becomes: how would you approach it differently? The goal is to ensure
that the proposed alternatives do not reinforce stereotypes.” (Case 1-PEP,
1:24 9 84)

The statements of the program director in Case 2-PEB regarding this topic are
structured around a comparison between the previous curriculum and the
updated one. In the former, no specific course on the subject was included;
however, in the latter, she notes the following:
“We offer a course on Citizenship, Diversity, and Interculturality, which
is taught in the second year. Then, there is another course,
Multiculturalism. After that, in the third year, students take the
Practicum Workshop. Practicum three, in particular, is focused on rural
education.” (Case 2-PEB, 2:23 /61)

One key aspect highlighted in Case 2-PEB is the relationship between
interdisciplinary work and the intercultural approach to content, which was
absent in the previous curriculum and presents challenges in its implementation:
“Intercultural education work inherently requires interdisciplinary
collaboration, and this is where the previous curriculum encounters
difficulties. It now includes multigrade teachers, which also aligns with
the rural education approach. However, each teacher has traditionally
worked within their own domain, and this year, our attempt to implement
a multigrade approach has been extremely challenging —very, very
difficult. Of course, some educators have been doing the same thing for 10
or even 20 years, so when you ask them, for example, to implement
Project-Based Learning (PBL)—which requires collaborative work,
addressing educational issues rather than just focusing on individual
subjects — it becomes a significant challenge, a truly difficult one.” (Case
2-PEB, 2:25 9 65)

In the opinion of the program director, the relevance of contextualizing learning
has been highlighted by students in self-assessment exercises as a hallmark of the
program:
“I teach Natural Environments in the fourth year, and by that stage,
students already have a strong understanding that we are not going to
follow the standard activities that all preschools do during Maritime
Month. We will not be focusing on Maritime Month in May just because
it is tradition — we will focus on what is relevant to that specific group of
children, ideally based on their own interests. This often creates tension
during practicum experiences, where students encounter more
standardized approaches. However, they try to reflect on these issues and
adjust what they can within their practicums.” (Case 1-PEP, 1:48 § 137)

Thus, in the context of both department heads, the conceptual incorporation of

cultural diversity into teacher training programs is not necessarily provided by
the training curriculum as a cross-cutting approach, but rather from a vague
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general framework (relevance and contextualization); and when it is
incorporated, it is presented in a specific subject and, therefore, in isolation.

Through the discourses of these program leaders, in this first dimension, the
results reveal both a disregard for general diversity knowledge (gDK) and
diversity content knowledge (DCK). The ways in which curricular content
integrates or promotes the relationship with cultural diversity and the approach
to intercultural education is not necessarily given by the training curriculum as a
cross-cutting approach, but rather from a vague general framework (relevance
and contextualization); and when it is incorporated, it is presented in a specific
subject and, therefore, in isolation. This contradicts the evidence that indicates that
issues related to cultural and ethnic diversity should be integrated throughout the
teacher training curriculum (Dursun, et al., 2023).

4.2 Instructional Dimension
From an ideal perspective, both program directors emphasize active
methodologies —such as inquiry-based learning and the previously mentioned
project-based learning (PBL) —as the most effective strategy for learning how to
teach from an intercultural education approach:
“For me, inquiry-based learning is a cross-disciplinary approach.” (1:29
9143) “(...) I believe that inquiry-based methodology is the most
commonly used today; it is also quite popular at the moment. Perhaps it
is connected to project-based learning —it is related, though not the
same —but it aligns with inclusion in general and with intercultural
education.” (Case 1-PEP, 1:30 § 145)

In Case 2-PEB, the program director once again differentiates between the
previous and current curriculum. In the latest version, she believes that,
methodologically speaking, cultural diversity is now being incorporated —albeit
in an early stage—through an intercultural approach, specifically via Project-
Based Learning (PBL): “Only now are we intentionally integrating it (...). In fact,
we still need to conduct a full evaluation of what has been done so far, which is
why we have made a strong effort to work with PBL.” (Case 2-PEB, 2:32 ¢ 100)

In this regard, the program director also acknowledges that implementing PBL
has been a challenge for faculty, as many are still not fully proficient in the
methodology. However, she notes that students have been patient with the
process: “They have realized that the PBL approach allows them to view
educational challenges from a different perspective, enabling them to use
alternative didactic strategies and ultimately be better prepared for their teaching
placements.” (Case 2-PEB, 2:33 § 112)

Case 2 also considers early engagement with the school environment as a key
strategy for teachers to learn how to teach from an intercultural perspective. This
is achieved through bidirectional projects between the teacher education program
and schools:

“One hopes to establish connections with schools from an early stage. We

are already involved in some university-led projects that directly engage

with educational institutions through coursework. Young students will
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also come here to work in the mirror classroom. I believe this is a
wonderful opportunity that allows for direct feedback, as it enables us to
observe children’s areas of interest and the intercultural work that also
needs to be done”. (Case 2-PEB, 2:30 § 129)

Regarding the relationship between the teaching methodologies used in the
teacher education curriculum and cultural diversity and the intercultural
approach, the statements in Case 1-PEP reveal a certain lack of awareness on the
part of the program director about how cultural diversity is addressed
methodologically in the courses offered: “I can mainly speak about the
methodology I use in my own teaching, but I wouldn’t know at the program
level —I believe they vary.” (Case 1-PEP, 1:25 § 134)

According to the program directors, the link between teaching methodologies and
the intercultural approach, as well as the limited scope of their field of action in
the implementation of the curriculum in classrooms by their respective teacher
training teams, could explain their lack of knowledge about the instructional
approach to cultural diversity.

In other words, in their discourse as those responsible for curriculum
management in training programs, they do not demonstrate an appropriation of
Diversity Pedagogical Knowledge (DPK), which is crucial for effective teaching in
culturally diverse classrooms (Dursun, 2024). This is not a minor issue, because
according to recent findings on teacher trainees” knowledge of gDK and DPK,
such knowledge is shaped by “learning opportunities during teacher training”
(Dursun et al.,, 2023, p. 3). Therefore, if teacher trainees do not receive the
necessary pedagogical tools to work in culturally diverse classrooms, they will be
perceived as lacking in competence to implement teaching methods based on an
intercultural approach (Pavez et al., 2025).

4.3 Evaluative Dimension
Lastly, in the evaluative dimension, both program directors indicate that the
inclusion of cultural diversity in course assessments within the teacher education
curriculum is not explicitly intentional. However, in Case 1-PEP, the program
director does highlight the presence of contextualized assessments.
“I believe that, in general, assessments within the program are
contextualized. I haven't conducted a detailed inquiry into this, but we
hold annual meetings where I gather all the first-year professors, then the
second- and third-year professors, and they update me on how the
semester is progressing. We discuss specific cases of students who need
additional support, and during these meetings, they also share the types
of assessments they are using. We explore ways to interconnect some of
them, ensuring that assessments overlap across courses when relevant. In
general, assessments tend to be reflective rather than focused on a specific
content area that students simply reproduce.” (Case 1-PEP, 1:31 § 151)
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Regarding the evaluative aspect, Case 2-PEB takes a more definitive stance and
emphasizes the need for teacher training in this area:
“Honestly, I don't think cultural diversity is significantly incorporated
into assessments. No, we haven’t had that conversation. I'm not sure if
everyone has the necessary tools to assess it properly. I believe we would
need to implement training programs to achieve that.” (Case 2-PEB, 2:31
9 134-138)

As in the previous dimension, program directors reveal limited knowledge about
how educators manage assessment activities in general, and also, in particular,
about the incorporation of an intercultural approach in this dimension. As can be
inferred from the results of the previous dimensions, program directors show
limited knowledge about how educators manage assessment activities in general,
and also, in particular, about the incorporation of an intercultural approach in this
dimension. In other words, if teaching does not follow an intercultural approach,
with and through cultural diversity, assessment will consequently weigh
hegemonic academic knowledge, thus moving further away from a critical
intercultural approach (Walsh, 2005a & 2005b).

Based on the results presented, the following section discusses their significance
in relation to existing literature.

5. Discussion

The declarative Pedagogical Content Knowledge (PCK) expressed by the program
directors regarding their respective curricula reflects different stages of
development in relation to intercultural education. In Case 1-PEP, the integration
of an intercultural approach is still an aspirational goal in the design phase.
Meanwhile, in Case 2-PEB, two curricula coexist, with the program director
highlighting the inclusion of courses on cultural diversity and intercultural
education in the revised curriculum, which is currently in its third semester of
implementation.

This raises the debate on whether intercultural education should be integrated
through dedicated courses (subject-based approach) or embedded across the
curriculum (transversal approach) in teacher education. The adoption of the first
approach, which involves the introduction of specific courses, suggests a limited
and isolated presence of intercultural education, primarily conceived in functional
terms. As exemplified by Case 2-PEB, this method heavily relies on the instructor
responsible for delivering the course.

This approach has been questioned by research on teacher preparation for
inclusive education. Florian & Camedda (2020), referencing a study by Rouse &
Florian (2012), suggest that “inclusive approaches to teaching should be a core
component of general teacher preparation rather than a specialized topic”. (p. 6)
Conversely, the second approach, which aligns more closely with Florian &
Camedda (2020), advocates for a transversal integration of interculturality,
positioning it as a fundamental educational approach that shapes the vision,
mission, and graduate profiles of teacher education programs. Under this model,
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interculturality is not confined to a few isolated courses but is embedded across
content, teaching methodologies, and assessment strategies. This would
contribute to the development of a distinctive educational framework that is
collectively shaped by teacher educators rather than being the responsibility of a
handful of courses. Achieving this would require a holistic and interdisciplinary
approach to cultural diversity, a perspective supported by one of the findings of
this study and consistent with the research of Carrete-Marin & Busca-Donet
(2023).

In both approaches —and particularly in the second — the tensions highlighted by
the program directors remain relevant. These challenges can, at least in part, be
attributed to the lack of training among teacher educators in intercultural
education (Arias-Ortega et al., 2023; Ow & Madrid, 2018) and the weak stage of
development of DivePACK (Dursun, 2024).

Based on the above discussion, the main conclusions, limitations, and projections
of this research are presented below.

6. Conclusion

The objective of this case study was to describe how Teacher Education Program
Directors in Chile understand the intercultural education approach from the
perspective of declarative Pedagogical Content Knowledge (PCK). The findings
suggest that these understandings are predominantly multicultural, where there
is also a weak development of Diversity Pedagogical Content Knowledge
(DivePACK) situated at a stage of recognizing both cultural diversity in school
classrooms and the importance of an intercultural approach in teacher education.
This aligns with the global debate on whether intercultural education should be
embedded across the curriculum (transversal approach) or addressed through
dedicated courses (subject-based approach) (Carrete-Marin & Busca-Donet, 2023;
Florian & Camedda, 2020). However, this debate remains less prominent in Latin
America, in general, and Chile, in particular.

Although the program directors associate intercultural teacher education with
interdisciplinary work and early engagement with the school context, their
discourse reflects a limited perspective, primarily based on personal impressions
rather than concrete evidence. This limitation is largely due to the absence of
monitoring and follow-up mechanisms for tracking the implementation of the
teacher education curriculum. As a result, their role as curriculum managers
within their respective programs is constrained. This issue must be addressed by
higher education institutions as they work toward strengthening the strategic role
of program directors, particularly given their responsibility for overseeing the
mandatory accreditation of teacher education programs in Chile, which is
assessed based on criteria and standards (National Accreditation Commission
[CNA], 2023).

Considering the conceptual framework proposed by Dursun (2024), which
integrates PCK with diversity, this study concludes that there is a limited presence
of Diversity Pedagogical Content Knowledge (DivePACK) in the understanding
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of teacher education program directors. The underlying cause of this restricted
multicultural perspective appears to be the early-stage development of the
concept in the field, highlighting the need for capacity-building initiatives for
teacher educators in this area.

However, this exploratory case study has certain limitations that must be
considered when interpreting its results and which, in turn, open up
opportunities for future research. First, the representativeness of the findings is
limited, as it considers two teaching program directors, selected through non-
probabilistic convenience sampling. Although this type of selection is relevant for
accessing key informants and obtaining rich narratives (Patton, 2002), it does not
allow for the generalization of results, either in teacher education programs in
Chile or in other university contexts. The qualitative design of exploratory case
studies (Yin, 2018) focuses on a deep understanding of a contextualized
phenomenon.

Consequently, the results reflect situated interpretations that depend on the
institutional context, professional trajectories, and particular experiences of the
participants. Therefore, the findings are not directly transferable to other
universities or national settings, although they can serve as conceptual references
for comparative or expanded studies. Another limitation relates to the data
collection technique, based exclusively on semi-structured interviews, which
capture the stated discourse of the department heads and not necessarily the
actual practices in curriculum management. The incorporation of other sources of
information, such as participant observation, document analysis, or longitudinal
studies, could enrich the understanding of the phenomenon in future research.

Finally, the data analysis methods applied, open coding and constant comparison
from Grounded Theory (Strauss & Corbin, 2002), although relevant for the
inductive exploration of meanings, depend largely on the researcher’s
interpretation, which may introduce analytical biases inherent in all qualitative
research. The use of triangulation of researchers, techniques, or sources could
strengthen the credibility and consistency of the findings in subsequent studies.
Despite its limitations, this study contributes significantly to the field of teacher
training and intercultural education in the following ways.

First, it provides evidence of middle leadership within university governance in
Latin America, which, despite playing a strategic role, has been scarcely studied
in the Global South. Secondly, it seeks to expand DIVEPack studies in relation to
cultural diversity and its intercultural approach. Finally, the findings offer
valuable information for university policy and initial teacher training, revealing
the tensions inherent in the curricular integration of the intercultural approach
(both in its specific allocation and in its mainstreaming) and highlighting the need
to strengthen the intercultural competencies of trainers.

The intersection of middle leadership in university governance in Latin America

and the conceptual category of DIVEPack may open up new avenues for future
research with greater territorial scope and mixed methodologies that account for
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the functioning of DIVEPack (Dursun, 2024), both at the level of teacher trainers
for different grades of schooling and specific subjects, as well as school teachers
and ministerial curriculum administration.
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Appendix 1: Semi-Structured Interview Teacher Education Program Directors

Topic

Guiding Questions

Understanding
Intercultural Education

1. In your own professional training (undergraduate or
graduate), how were cultural diversities (indigenous
peoples, rurality, migration) addressed?

2. In your role as a teacher trainer, what do you understand
by intercultural education?

The importance of
intercultural education in
teacher training (Early
Childhood
Education/Elementary
Education)

3. In your opinion, why might it be important to train
teachers from an intercultural educational perspective?

4. In what aspects of your role as program director do you
believe you are contributing to the intercultural education
training of future teachers?

Pedagogical Content
Knowledge of
Intercultural Education

5. Based on your knowledge of the program’s training plan,
how are the course contents related to cultural diversity and
Intercultural Education?

6. Regarding the teaching methodologies implemented in the
courses within the curriculum, how do you perceive their
connection to the intercultural approach?

7. What would be the most effective strategy for the program
students, future teachers, to learn how to educate from an
intercultural education approach?

8. When assessing student learning in the program’s courses,
how is cultural diversity being incorporated?

Tensions 9. Based on your experience as a school principal, what
would you say are the main difficulties faced by the teaching
staff in training teachers from an intercultural educational
perspective?

Possibilities 10. Finally, in your opinion, how might teacher training from

an intercultural educational perspective contribute to the
development of inclusive education in the educational
contexts that your education students will face?

Source: Own elaboration
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