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				Abstract

				Introduction: The article aims to unveil the way in which the CRUCH (Council of Rectors of Chilean Universities) universities are training their future teachers in the field of educational inclusion, for which the training itineraries and graduation profiles of the different pedagogies taught by these study houses present in its institutional web pages. From the methodological point of view, the research ascribes to a qualitative approach with a multiple-case design, taking into account the multiplicity of analysis units made up of the different study houses. For the production of information, the analysis of documents from the Internet was used, which in turn were analyzed through content analysis. Among the main findings, it stands out that, although most of the universities under study incorporated subjects related to inclusion, they are mainly focused on the attention of SEN (Special educational Needs), thus restricting the possibilities of understanding the inclusion processes and making other possible beneficiaries invisible; without counting on the perpetuation of the medicalizing paradigm that still underlies the training processes that is reinforced by current national legislation.

				Keywords: educational integration, teacher training, pedagogy, university, Chile

				Inclusión educativa en el contexto de la formación de profesores en Chile

				Resumen

				Introducción: El artículo tiene como objetivo develar cómo las universidades del Consejo de Rectores de las Universidades Chilenas (CRUCH) están formando a sus futuros profesores en materia de inclusión educativa, para lo cual se analizaron los itinerarios formativos y perfiles de egreso de las distintas pedagogías que imparten dichas casas de estudio presentes en sus páginas webs institucionales. Desde el punto de vista metodológico la investigación se adscribe a un enfoque cualitativo con un diseño de casos múltiples, atendiendo a la multiplicidad de unidades de análisis conformadas por las distintas casas de estudio. Para la producción de información se recurrió al análisis de documentos provenientes de internet, los cuales a su vez fueron analizados a través del análisis de contenidos. Entre los principales hallazgos destaca que, si bien la mayoría de las universidades en estudio incorporó asignaturas referidas a inclusión, ellas están focalizadas fundamentalmente en la atención de las Necesidades Educativas Especiales (NEE), restringiendo con ello las posibilidades de comprensión de los procesos de inclusión e invisibilizando a otros posibles beneficiarios; sin contar con la perpetuación del paradigma medicalizador que aún subyace en los procesos formativos que se ve reforzado por la legislación nacional vigente.
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				Cornejo, 2019a; Ojeda, 2019). This confirms the claims by Artiles & Kozleski (2014) in the sense that, historically, research on the subject has tended to focus on students with SEN. However, research works have neglected the intersectionality of the different identities of the student body, and most of those focused on schools have not documented their findings or evaluated the scope of the proposed measures, not to mention the conceptions of inclusion held by many teachers, who, far from favoring it, end up becoming a barrier to it (Muñoz et al., 2015). This is true in addition to the situations of segregation and exclusion towards certain students still present in schools (Murillo & Duk, 2016).

				Along the lack of information mentioned above, there is the emergence of new groups (in addition to students with SEN) that also demand to be included in the formal national school systems. For them, not only integration projects are still insufficient, but sometimes nonexistent, with the predominance of improvisation and creativity of school communities in the face of fait accompli (Cornejo, 2019b). Just as relevant in this diagnosis is the generalized complaint of teachers who state that they do not have the preparation or the tools to work with diverse school communities (Salas & Salas, 2016; Iturra, 2019; Cornejo, 2019a; Ojeda, 2019).

				This being the scenario, this paper covering the last five years seeks to elucidate the way in which the different universities of the Council of Rectors of Chilean Universities (CRUCH) are responding to the challenge of training competent teachers in educational inclusion (EI), as well as the emphasis given to this training and the interconnections with pedagogical and disciplinary training.

				Teacher Training and Educational Inclusion

				As Garnique (2012) and Valenzuela et al. (2018) argue, many of the teachers in the school system today have not had contact with academic content, nor inclusive educational praxis that enables them to relate to diverse school communities. This reality forces them to seek training, reflecting not only about their actions but also showing 

			

		

		
			
				Introduction

				Since the beginning of the 1990s, particularly since the World Conference on Education for All in Jomtien, Thailand (1990), there has been a growing concern of several countries to guarantee universal access to formal education for all school-age children and young people. Along with this initiative comes the concern for teacher training—especially for the quality of teaching performance—since it is claimed that one of the variables that has the greatest impact on the outcomes of student learning and skills is the quality of teachers (Echieta & Duk, 2006). Subsequently, in 1994, motivated by the Salamanca Statement, attention was focused on students with Special Educational Needs (SEN), stressing the need for a positive attitude towards working with them. As Echieta & Verdugo (2004) propose, this implied the urge for teacher training from the perspective of the educational inclusion of all people with SEN, so that these students would have the opportunity to receive an acceptable level of education.

				It should also be noted that this important milestone led to the advance of access for students with SEN to regular schools, enhancing their purpose and integrating nature. All of this was implemented under the supervision of different governments. In this regard, it should be noted that the first experiences of regular schools in Chile that welcomed this type of students took place in 1980 (Paineo, 2012). However, it was not until the following decade that the experience would become widespread through the School Integration Projects (PIE, by its Spanish acronym) (Godoy et al., 2004; Paineo, 2012). The school system put pressure on the universities demanding not only specialists, but also more sensitive teachers with basic training in inclusion.

				Faced with these challenges, the question that immediately arises is what is the progress made by teacher training institutions with this objective? The big problem is that, in general, in Chile, documented information is scarce, both on teacher training regarding this subject, as well as on inclusion experiences in schools (Iturra, 2019; 
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				this paradigm and the variables involved in this process. In this sense, numerous research works reveal the diverse nature of the problems limiting or hindering EI (Muñoz et al., 2015). To date, shortcomings in initial teacher training, the lack of support from directors, the absence of cooperation with other teachers, and the number of courses are the most common limitations. Besides, students do not have a single identity, but several that intersect, cross, or overlap, and that usually end up being invisible to or ignored by the school (Finkelstein et al., 2019; Guasp et al., 2016).

				Another no less relevant obstacle is the compensatory bias that still prevails in the national education policy, which continues to emphasize the deficit or shortcomings of certain groups (Matus et al., 2019; Iturra, 2019). This reality forces to redesign EI policies by not reducing it to the care of SEN or disabilities but opening it to include other unattended issues and groups, more in line with international trends on the subject.

				Method

				 

				Design

				Given the characteristics of this research work, a qualitative approach, and a multiple case design (Merrian, 1998; Stake, 1999) were chosen, considering the multiplicity of units of analysis, made up of the CRUCH universities that teach pedagogy throughout the country.

				Participants

				In this regard, it should be noted that, for the purposes of the study, only the 27 universities that originally made up the CRUCH were considered, i.e., universities whose existence predates the dictatorship and the privatization reform promoted by it in 1981, either because they were founded before the military coup or because they housed one of these traditional universities (U. de Chile, U. Técnica del Estado, PUC de Chile). The three private universities recently incorporated into the CRUCH (U. Diego Portales, U. Alberto Hurtado, and U. de Los Andes) were expressly excluded from the sample, both because of this 

			

		

		
			
				willingness to assume the condition of learners in the process of changes for EI, knowing that this process, in addition to being complex, is systemic.

				Likewise, it cannot be ignored that teaching performance must respond to the demands of contemporary education, seeking to ensure access and permanence in regular education for all students, always promoting the universalization of opportunities. Nevertheless, to make this possible, quality education is necessary to allow students to prepare, organize themselves, and even adapt, since it is in schools where children and adolescents live and interact daily with all kinds of peers. Besides, it is in this same environment where teachers interact and become part of the daily life of students (Garnique, 2012).

				On the other hand, one of the premises of EI is to promote the transformation of society and the active participation of the student body in school. For that purpose, it is urgent that teachers become aware of all their students’ needs so that they can develop pedagogical actions that encourage meaningful learning in the different subjects (Caimi & Nunes da Luz, 2018). The above is true when school is considered a space for socialization in which students seek to build knowledge with the teachers’ help and assistance. For that purpose, it is essential that, during the planning of their classes, they research, reflect, and try to adapt their practices to meet the challenges of learning in the classroom (Infante, 2010). In other words, the success of EI depends both on the teachers’ general knowledge of the subject and on the specific knowledge of the cognitive, behavioral, and social characteristics of their students. This knowledge will allow them to design learning experiences and teaching strategies appropriate for each student (Hastings & Oakford, 2010). In other words, the teachers’ understanding of their students’ individual characteristics and the implementation of appropriate teaching strategies are key to EI success in the classroom. Conversely, lack of knowledge about teaching strategies can result in negative attitudes toward students and their learning.

				Hence, studying the issues associated with the operationalization of inclusive schooling implies awareness of both the teachers’ conceptions of 
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				subdivided into state public and non-state public universities. The former includes the traditional public universities (U. de Chile and U. Técnica del Estado, UTE [now USACH]), plus others that emerged as branches of these same universities and which in the ‘80s and ‘90s gave rise to the Regional Public Universities (U. de Tarapacá, U. de Antofagasta, U. de La Serena, etc.) through the merger of the branches of Universidad de Chile and former UTE. The exception in this group of universities is O’Higgins and Aysen, both regional universities created during the Bachelet administration in 2015.

				The other group of traditional universities that are part of the CRUCH is made up of the G-9 universities. This is the network of non-state public universities characterized by being non-profit private law corporations. It was created in 2013 and brings together the traditional non-state universities of the CRUCH. These are Catholic universities and secular private law corporations: Universidad de Concepción, Universidad Técnica Federico Santa María, and Universidad Austral de Chile.

				In the case of Catholic universities, it is worth noting that there were originally only three such universities in Chile: Pontificia Universidad Católica de Chile, Universidad Católica de Valparaíso, and Universidad Católica del Norte.

				However, as it happened with the state public university branches, the PUC Chile campuses gave rise to three regional Catholic universities in the early 1990s: U. Católica del Maule, U. Católica de la Santísima Concepción, and U. Católica de Temuco.

				Data Analysis

				For the analysis of the information from the documents collected, we resorted to content analysis, since, as Bardín (2002) argues, this allows us to see the presence or absence of a characteristic or a set of characteristics in a given fragment of a message. In other words, it is possible to trace social, cultural, educational, and methodological categories through this technique. From this perspective, it is also possible to discover the philosophy that underlies or inspires a given project or action by an educational organization, visualizing the existing contradictions or coincidences (Araneda et al., 2008). 

			

		

		
			
				condition and because they do not make up the core of the traditional universities.

				Instruments

				As to data collection techniques, the analysis of documents (Bardín, 2002; Araneda et al., 2008) from the internet was prioritized, understood as a research “instrument,” since, as Fragoso et al. (2011) propose, the internet can be an object, place, or instrument of research. The units of analysis in the context of teacher training were a) the notions related to EI, b) the contents associated with EI, c) the competencies and/or skills associated with EI, and d) the pedagogical strategies associated with EI.

				Regarding the levels of privacy of the documents collected, it should be noted that they are “public,” since they are all available and freely accessible through the institutional websites of the various universities selected for the study. In the same vein, it should be noted that the internet, as an object of study, is theoretically approached in this research as a cultural artifact, since the network is understood as a cultural element instead of as a separate entity and is characterized by the integration of online and offline environments. Here, diverse cultural meanings are recognized in different contexts of use. Therefore, the object of the internet is not unique, but multifaceted and susceptible to multiple appropriations (Fragoso et al., 2011).

				On the other hand, it is important to note that, being a purposive sample, the documentary corpus was made up of the curricula or schedule of the different pedagogy programs, in addition to the graduate profiles displayed on the respective institutional websites. Given the possible distorting effects that this could have on the analysis, the pedagogy programs whose object of study is the inclusion and care of children and young people with SEN—such as Special and/or Differential Education—were excluded.

				Procedimientos

				For a better understanding of the object of study and given the origin, the purpose, and, in some cases, the confessional profile of the universities, the 27 universities that make up the CRUCH were 
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				the economic support received from the World Bank. In this regard, it should be recalled that such innovative processes aimed to guarantee the quality of higher education, a purpose that in practice implied, among other things, moving from an outcome-based curriculum to a competency-based or competency-oriented one.

				In other words, the urge for innovation created the opportunity to introduce in-demand learning outcomes, contents, and emerging methodologies in response to formal education systems adapting to the growing diversity of their student body or in response to the requirements and exhortations of international organizations or the Mineduc itself, expressed in policies, instructions, or guidelines for the integration of students who have traditionally been marginalized from regular schools, as well as for the improvement of teacher training (Echieta & Verdugo, 2004).

				In this sense, the school integration policy developed by the Mineduc responds to commitments assumed by the country to guarantee the right to education, participation, and non-discrimination of all children and young people. This commitment derives from a series of international agreements signed and ratified by Chile, which were embodied in Law 19.284 of 1994 and its education regulations, Exempt Decree 01 of 1998. Among the international events that inspired and laid the foundations for the above regulations, we have the International Convention on the Rights of the Child, the World Conference on Education for All (Jomtien, 1990), the World Conference on Special Needs Education: Access and Quality (Salamanca, 1994), and the World Forum on Education for All (Dakar, 2000). At the regional level, the meetings of ministers of education held in Kingston (Jamaica) in 1996 and Cochabamba (Bolivia) in 2001 were decisive. These meetings reaffirmed the need to value diversity and to consider individual differences in the pedagogical processes of students—including those associated with disabilities—in order to improve learning and move towards more inclusive schools. Likewise, the development of inclusive schools was recommended, as these would favor equal opportunities, providing a more personalized education, fostering solidarity 

			

		

		
			
				Results

				Undoubtedly, educational inclusion in the context of teacher training in Chile has become unusually important in a brief period—especially if compared to the beginning of this decade when the topic was not discussed. Instead, the mere idea of incorporating it in the list of contents or objectives for the training of future teachers was not considered by any school. Besides, although the topic rose as a turning point in the teaching-learning processes—particularly from the moment when the PIEs for students with SEN began to become widespread in regular schools, promoted by the Ministry of Education (Mineduc)—, since the beginning of the 1990s (Godoy et al, 2004; Paineo, 2012), the different initiatives seemed to concentrate on the school system or on the training of certain specialized professionals (special and/or differential teachers), leaving the rest of teachers and professionals in this field on the sidelines.

				From a legal stance, PIEs are framed under Exempt Decree 490 of 1990, which established for the first time the conditions under which students with disabilities should be integrated into regular schools. In 1994, Law No. 19.284 on the Social Integration of Persons with Disabilities was enacted. This law reinforced Decree 490 of 1990, modified by Decree No. 1 of 1998, which established in Art. 1.A that the national school system should provide educational alternatives for students with SEN through regular schools with integration projects and/or through special schools. Another regulation that reinforced integration projects was Decree 1300 of 2002, which approved study plans and programs for students with specific speech disorders.

				In this fast-paced process of transformation and change of perspective of what is expected of future teachers in the area, undoubtedly, multiple factors had an impact. For the time being, and without trying to rank them in chronological order, the following stand out: the processes of curricular innovation in different programs (not only pedagogical) that universities began to promote from 2012 to date in response to the commitments assumed by the Mineduc due to 
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				the fact that dissident sexual orientations and gender identities, for example, confined to the shadows of the closet, demanded visibility and recognition even in the school space. Certainly, this new reality, which no longer seemed to be exclusive to certain schools or geographical areas of the country, made more evident the deficient preparation of the young interns in terms of inclusion and diversity. The problem lay in the lack of knowledge of certain contents and the management of specific pedagogical strategies anchored in the two conventional areas of teacher training—pedagogical and disciplinary. Also, the problem lay in the lack of competencies to work with diverse school communities derived from the irruption and demands of new groups recently incorporated, or that did not fit the patterns imposed by the school (Salas & Salas, 2016; Cornejo, 2019b). 

				In this scenario, the teacher training institutions had no alternative but to begin to address the complaints of their own students, as well as those of the school system itself, which demanded professionals equipped with competencies and skills according to the new reality: teachers that are flexible, proactive, sensitive, creative, open to dialogue, tolerant, etc. and that are no longer backed by an outdated training decontextualized and alien to local realities. In this awakening of conscience, the exhortations and guidance of international organizations were key, as well as the commitment assumed by the Mineduc to implement these changes, both in daily school life and in teacher training, sometimes decisively and at other times hesitantly or with erratic policies, due, mostly, to the rotation of authorities and governments in office.

				Overall, since the enactment of Exempt Decree 490 of 1990 and of the subsequent Law 19.284—which established the conditions for the integration of students with disabilities—one cannot deny the advances resulting from both the massification of PIEs in the country’s schools and from the idea that began to take root in the universities to address the need to train competent teachers to make these projects feasible.

				In order to visualize the changes in the training processes, the following pages present the results 

			

		

		
			
				among students, and improving the quality of teaching throughout the educational system.

				However, the bureaucracy and encumbrance resulting from any attempt to modify, update, or innovate the curriculum cannot be ignored, particularly in public institutions that have a series of pre-established procedures and times in place. Hence, the demand for curricular innovation of the different programs promoted by Mineduc itself and other supervisory bodies, such as the National Accreditation Commission (CNA, 2019), presented an opportunity: it allowed to rethink teacher training and to try to tune it to the new demands of a world and a global culture that, among other things, demanded the recognition, promotion, and defense of the human rights of several groups historically excluded from formal school systems and whose right to education was not fully guaranteed. At the same time, it allowed to address the demands of the schools themselves, which cried out for more sensitive and competent professionals to work with increasingly diverse school communities (Echieta & Duk, 2006).

				Another factor closely related to the above was the feedback that the universities received from their own students completing their internships. These young people, once confronted with the new reality of the schools, soon realized that the preparation they had received in terms of knowledge, competencies, and skills for classroom work—both in the pedagogical and disciplinary areas—was insufficient. Their training did not allow them to deal with students outside of what was supposed to be the average of the national student body in terms of cognitive abilities, physical abilities, or cultural patterns or values historically promoted by the school system to make differences invisible, to homogenize, to assimilate, and to punish those who fell outside the norm (Cornejo, 2019b).

				The new school reality, on the contrary, evidenced a growing diversity in terms of cognition, abilities, and academic interests, in addition to a multiplicity in terms of culture and lifestyles that surprised and perplexed the very educational agents. They were used to a population that prided itself on its racial and cultural homogeneity or was not accustomed to 
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				populations. This is the case of a subject taught in the Elementary Education Teaching program at USACH and the Mathematics Teaching program at the U. de Magallanes, which even add human rights to inclusion and interculturality. Another example of fusion is the subject of Orientation and Education for Diversity taught at the U. de Magallanes in all its pedagogy programs. This is also the case for Universidad de La Frontera, which teaches a subject called Childhood, Human Rights, Inclusion, and Interculturality in its Mathematics Teaching program.

				However, it can be inferred that these fusions, rather than responding to a broad vision of inclusion, are the alternative to the limitations of the transferable credit system (SCT, by its Spanish acronym) that imposes credit ranges for the pedagogical and disciplinary parts, respectively. That is, to reconcile the SCT and the pressure to introduce specific subjects to the curriculum, these hybrids are created in order not to discard certain contents that are considered relevant.

				Notwithstanding the above, it should be noted both in this group of universities and in the non-state public universities that what predominates in terms of inclusion is the attention to SEN. 

			

		

		
			
				of an exhaustive analysis of all CRUCH universities that teach pedagogy at the national level and that have introduced subjects related to EI. Excluded from this analysis are the technical universities that do not teach pedagogy, such as Universidad Técnica Federico Santa María in Valparaíso and Universidad Técnica Metropolitana (UTEM) in Santiago, as well as the pedagogy programs that have not introduced subjects related to the topic of study, since the processes of curricular innovation as of December 2020 have not yet concluded and are governed by the old study plans and programs.

				The following table shows the public state and public non-state universities whose pedagogy programs have introduced inclusion subjects, as well as the year and semester in which they are taken.

				The table above makes it clear that inclusion is sometimes associated with interculturality. The former would not only refer to the attention of students with SEN—as it usually happens in most of the other universities under study—but would consider a more cultural dimension, in addition to the cognitive dimension, considering other groups, such as the Indigenous and migrant 

			

		

		
			
				Table 1

				Subjects Related to Educational Inclusion Present in the Training Schedules of State Public Universities

				
					State public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. de Chile 

				

				
					Elementary Education Teaching

				

				
					Diversity and Inclusiveness in School

				

				
					3/VI

				

				
					Secondary Ed. Teaching, Science and Humanities 

				

				
					Learning and Development: Pedagogical Proposals for Diversity

				

				
					1/II

				

				
					Secondary Ed. Teaching, Mathematics and Physics

				

				
					Diversity and Inclusion for the Learning of the Specialization

				

				
					2 /IV

				

				
					Secondary Ed. Teaching, Biology and Chemistr

				

				
					Diversity and Inclusion for the Learning of the Specialization

				

				
					2 / III

				

				
					USACH

				

				
					Spanish Teaching

				

				
					School Inclusion Elective

				

				
					5/IX

				

				
					History and Social Sciences Teaching

				

				
					Human Development and Diversity

				

				
					3 /VI

				

				
					Philosophy Teaching

				

				
					Practice in Diversity

				

				
					4/VIII

				

				
					General Elementary Ed. Teaching 

				

				
					Interculturality and Educational Inclusion

				

				
					2 /III
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					State public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. de Tarapacá

				

				
					History and Geography Teaching

				

				
					Development, Diagnosis, and Educational Inclusion

				

				
					5 / IX

				

				
					Kindergarten Education

				

				
					Development, Diagnosis, and Educational Inclusion 

				

				
					2 /III

				

				
					Inclusion in Kindergarten Education

				

				
					3 / V

				

				
					Strategies for Educational Inclusion

				

				
					3 / VI

				

				
					Physical Education Teaching

				

				
					Development, Diagnosis, and Educational Inclusion 

				

				
					3 / VI

				

				
					English Teaching

				

				
					Development, Diagnosis, and Educational Inclusion 

				

				
					3 / VI

				

				
					Spanish Teaching

				

				
					Development, Diagnosis, and Educational Inclusion 

				

				
					4 / VIII

				

				
					U. Arturo Prat

				

				
					Elementary Education Teaching

				

				
					Special Educational Needs

				

				
					4 / VII

				

				
					Reflective Practice: Inclusion

				

				
					4 / VIII

				

				
					U. de Antofagasta

				

				
					Elementary Ed. Teaching, Specialization in Language 

				

				
					Inclusive Education

				

				
					5 / IX

				

				
					Elementary Ed. Teaching, Specialization in Mathematics

				

				
					Inclusive Education

				

				
					5 / IX

				

				
					Kindergarten Education, Specialization in SEN

				

				
					Special Educational Needs

				

				
					1 / II

				

				
					Neurosciences and SEN

				

				
					2 / III

				

				
					Intervention Practice in the Context of SEN and Inclusion

				

				
					2 / IV

				

				
					Diversity and Inclusion in Kindergarten Ed.

				

				
					2 / IV

				

				
					U. de La Serena

				

				
					General Elementary Ed. Teaching 

				

				
					Attention to Diversity and Inclusion

				

				
					2 / IV

				

				
					U. de Playa Ancha

				

				
					Elementary Ed. Teaching, Specialization in Spanish

				

				
					Inclusiveness and Educational Diversity

				

				
					4 / VII

				

				
					Elementary Ed. Teaching, Specialization in Mathematics

				

				
					Inclusiveness and Educational Diversity

				

				
					4 / VII

				

				
					Universidad Metropolitana de Ciencias de la Educación (UMCE)

				

				
					PE, Sports, and Recreation Teaching

				

				
					Inclusive Physical Education

				

				
					2 / IV

				

				
					Mathematics Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					Spanish Teaching

				

				
					Diversity and Inclusion in the Language and Literature Classroom

				

				
					3 / VI

				

				
					History and Geography Teaching

				

				
					Cultural Diversity and Inclusion	

				

				
					1 / I

				

				
					Elementary Ed. Teaching, Specialization in Mathematics

				

				
					Diversity and Inclusion in Pedagogical Action

				

				
					3 / V

				

				
					Elementary Ed. Teaching, Specialization in Language and Literature

				

				
					Diversity and Inclusion in Pedagogical Action

				

				
					3 / V

				

				
					Elementary Ed. Teaching, Specialization in Social Sciences

				

				
					Diversity and Inclusion in Pedagogical Action

				

				
					3 / V

				

				
					Elementary Ed. Teaching, Specialization in Natural Sciences

				

				
					Diversity and Inclusion in Pedagogical Action

				

				
					3 / V

				

				
					Philosophy Teaching

				

				
					Specialization Program: Studies in Educational Inclusion/Exclusion Policies

				

				
					3 / VI

				

				
					Specialization Program: Studies in Educational Inclusion/Exclusion Policies

				

				
					4 / VII

				

				
					Specialization Program: Studies in Educational Inclusion/Exclusion Policies.

				

				
					4 / VIII
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					State public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. de O’Higgins

				

				
					Kindergarten Education Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					Elementary Education Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					English Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					Language and Communication Teaching 

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					Mathematics Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					Natural Sciences Teaching

				

				
					Diversity and Inclusion

				

				
					3 / V

				

				
					U. de Talca

				

				
					General Elementary Ed. Teaching, Specialization in German (Santiago)

				

				
					Strategies for Attention to Diversity and Inclusion I

				

				
					3 / VI

				

				
					Strategies for Attention to Diversity and Inclusion II

				

				
					4 / VII

				

				
					General Elementary Ed. Teaching, Specialization in English (Linares)

				

				
					Inclusion: Responding to Special Needs

				

				
					4 / VII

				

				
					German Ed. Teaching (Santiago) 

				

				
					Strategies for Attention to Diversity and Inclusion I

				

				
					3 / VI

				

				
					Strategies for Attention to Diversity and Inclusion II

				

				
					4 / VII

				

				
					Inclusion: Responding to Special Needs

				

				
					4/VII

				

				
					econdary Education Teaching, English (Linares)

				

				
					Management of Heterogeneous Classrooms

				

				
					4/VII

				

				
					Kindergarten Ed. Teaching, Specialization in German (Santiago)

				

				
					Inclusion and Diversity

				

				
					4 / VII

				

				
					Inclusion: Responding to Special Needs

				

				
					4 / VII

				

				
					Kindergarten Ed. Teaching, Specialization in English (Linares)

				

				
					Inclusion and SEN

				

				
					4 / VIII

				

				
					U. del Bío - Bío

				

				
					Spanish and Communication Teaching

				

				
					 Inclusion and SEN

				

				
					2 / III

				

				
					Physical Education Teaching

				

				
					Special Educational Needs

				

				
					3 / VI

				

				
					General Elementary Ed. Teaching

				

				
					Inclusion and SEN

				

				
					2 / IV

				

				
					Kindergarten Education Teaching

				

				
					Pedagogical Practice, Educational Inclusion

				

				
					2 / IV

				

				
					Inclusion and SEN

				

				
					4 / VII

				

				
					English Teaching

				

				
					Inclusion and SEN

				

				
					4/ VIII

				

				
					Mathematics Teaching

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					U. de la Frontera

				

				
					Spanish and Communication Teaching

				

				
					Inclusión y diversidad

				

				
					2 / III

				

				
					Science Teaching, Specialization in Biology

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					Science Teaching, 

					Specialization in Physics 

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					Science Teaching, Specialization in Chemistry

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					Physical Education, Sports, and Recreation Teaching

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					Ped. en Historia, Geografía y E. Cívica 

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					English Teaching

				

				
					Inclusion and Diversity

				

				
					2 / III

				

				
					Mathematics Teaching

				

				
					History, Geography,

					and Civics Teaching

				

				
					2 / IV
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				competencies that allow them to diagnose—or at least recognize—the different SEN. A good example is the Universidad de Tarapacá, which introduced a subject along these lines in its pedagogy programs. Similarly, some universities introduced pedagogical practices of inclusion with similar purposes.

				It should also be noted that, when talking about SEN, we tend to think almost exclusively of underperforming students or those with learning disabilities, ignoring or disregarding gifted students, who represent an inverse type of SEN. Only seven universities in the country maintain programs for this type of school-age students, where the Program of Study and Development of Academic Talent (Penta - UC) of the PUC de Chile stands out as a pioneer and model for the rest of the programs since 2001. To date, this experience has been replicated by Universidad Católica del Norte, Universidad de Valparaíso, Universidad del Maule, Universidad de Concepción, Universidad de la Frontera, and Universidad Austral de Chile.

				However, these are community liaison programs that are not related to or do not depend on the schools or departments in charge of teacher training.

				One of the few experiences that breaks from the direct association between inclusion and SEN is found in the UMCE. Its Spanish, History and Geography, and Physical Education and Recreation 

			

		

		
			
				In other words, in most CRUCH universities, inclusion is synonymous with SEN, especially for the approaches closer to a medicalizing paradigm. It should be noted that this characteristic is not exclusive to the universities under study since this can be found in a large part of the national education system regardless of its attempts to break with that paradigm, which ends up imposing itself by virtue of the very demands of the current legislation that requires, for example, a medical diagnosis as a condition for the delivery of subsidies and economic resources to schools. This demands perversely induce overdiagnosis, not to mention the contradictions of an education system based on a market model (Vásquez, 2015; García & López, 2019; Iturra, 2019).

				In this regard, it should be recalled that Law 20.201 of 2007 sets the subsidies for schools, that Decree 170 of 2009 establishes the criteria to determine the SEN of the student body that will be beneficiary of the contributions for special education, and that Law 20.845 of 2015 on School Inclusion regulates the allocation of State resources and guarantees the access of all school-age students to the formal education system.

				In this scenario, it is not surprising that some universities are decisively opting for the increasing awareness and understanding of the subject on the part of their future teachers, as well as for the development of certain skills and 

			

		

		
			
				Source: own creation

				
					State public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. de Los Lagos

				

				
					Kindergarten Education

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					U. de Magallanes

				

				
					English Teaching

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					Spanish and Communication Teaching

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					Physical Education Teaching

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					Musical Arts Teaching

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					Kindergarten Education Teaching

				

				
					SEN for Kindergarten Education

				

				
					4 / IX

				

				
					Orientation and Education for Diversity

				

				
					2 / II

				

				
					Mathematics Teaching

				

				
					Orientation and Education for Diversity

				

				
					2 / II
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				subjects alluding to the topic in their teacher training curricula and, in several cases, more than one per program. Notwithstanding this good news, the first limitation detected is that most of them are linked to the attention, management, or diagnosis of SEN. In fact, in some cases, their degree of specialization brings them closer to psycho-pedagogy or special or differential education teaching, as occurs, for example, in Elementary Education Teaching in U. Austral in its Puerto Montt and Coyhaique campuses. Here, a workshop on the detection of barriers to learning was introduced. Something similar happens with the U. Católica del Norte, which, together with its commitment to education in diverse contexts, increases differentiated evaluations for these environments.

				In this regard, it should be recalled that, despite the names of the subjects, which might lead to think that they are subjects with a broad or holistic conception of EI (Heterogeneous Classroom Management, Inclusion in Diverse Contexts, Seminar on Heterogeneous Classrooms Teaching), the emphasis is placed on the cognitive dimension, especially on problems or different learning styles, with less attention to other barriers that students may face.

			

		

		
			
				Teaching programs include subjects that attempt to incorporate inclusion into the disciplinary context, escaping the predominant tendency that links it to SEN in its most medicalized approach. In this sense, it is important to bear in mind the case of the Physical Education Teaching programs of several of the universities under study. There, although students with different physical abilities or elderly people appear to be one of the target populations or contents to be addressed, they are part of the list of topics of different subjects and do not constitute a specific subject, as it occurs in the previously mentioned university. Equally noteworthy are the specializations of the Philosophy program, with one in the area of inclusion/exclusion policies and another in gender studies. The rest of the incorporations to address inclusion in the curricula of the different pedagogy programs are more in line with the association already described: inclusion - SEN.

				Based on the analysis of the curricula of the pedagogy programs of non-state public universities, one can infer that they have, decisively and promptly assumed the incorporation of subjects related to educational inclusion. Most of them (except U. Técnica F. Santa María, which does not teach pedagogy) contain 

			

		

		
			
				Table 2

				Subjects Related to Educational Inclusion that are Included in the Curricula of Non-State Public Universities

				
					Non-state

					public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					PUC de Chile

				

				
					Physical Ed. Teaching

				

				
					Diversity and Inclusion in Education

				

				
					4 / VII

				

				
					Secondary Ed. Teaching

				

				
					Heterogeneous Classroom Management

				

				
					1 / I

				

				
					Natural Sc. and Biology Teaching

				

				
					Heterogeneous Classroom Management

				

				
					3 /VI

				

				
					Physics Teaching

				

				
					Heterogeneous Classroom Management

				

				
					3/VI

				

				
					Mathematics Teaching

				

				
					Heterogeneous Classroom Management

				

				
					3/VI

				

				
					Chemistry Teaching

				

				
					Heterogeneous Classroom Management

				

				
					3/VI

				

				
					Kindergarten Ed. Teaching (Santiago/Villarrica)

				

				
					Diversity and Inclusion in Education

				

				
					2 / III

				

				
					English Teaching

				

				
					Heterogeneous Classroom Management

				

				
					3 / VI

				

				
					Religion Teaching

				

				
					Practice II: Heterogeneous Classroom Management 

				

				
					3 / V

				

				
					General Elementary Ed. Teaching

				

				
					Diversity and Inclusion in Education

				

				
					2 /IV

				

				
					General Elementary Ed. Teaching (Villarrica)

				

				
					Diversity and Inclusion in Education

				

				
					4 / VII
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					Non-state

					public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. de Concepción

				

				
					Natural Sciences and Biology Teaching (Concepción/Los Ángeles)

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 /III

				

				
					Visual Arts Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 /III

				

				
					Natural Sciences and Physics Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					Natural Sciences and Chemistry Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					Physical Education Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					Musical Education Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 /III

				

				
					Spanish Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 /III

				

				
					Philosophy Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					History and Geography Teaching

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					English Teaching

					(Concepción/Los Ángeles)

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 /III

				

				
					Mathematics Teaching

					(Concepción/Los Ángeles)

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					Elementary Ed., Specialization in Mathematics/Language and Social Sciences

				

				
					Social Inclusion and Exclusion in Education

				

				
					2 / III

				

				
					PUC. de Valparaíso

				

				
					Elementary Ed. Teaching, specialization

				

				
					Education in and for Diversity

				

				
					2 / III

				

				
					Physical Education Teaching

				

				
					Education in and for Diversity

				

				
					3 / VI

				

				
					Philosophy Teaching

				

				
					Education in and for Diversity

				

				
					2 / IV

				

				
					History, Geography, and Social Sc. Teaching 

				

				
					Education in and for Diversity

				

				
					4 / VII

				

				
					Spanish and Communication Teaching

				

				
					Education in and for Diversity

				

				
					2 / IV

				

				
					English Teaching

				

				
					Education in and for Diversity

				

				
					2 / III

				

				
					Music Teaching

				

				
					Education in and for Diversity

				

				
					2 / IV

				

				
					U. Austral de Chile

				

				
					English Language Communication Teaching (Valdivia)

				

				
					Inclusive Education

				

				
					2 / IV

				

				
					PE, Sports, and Recreation Teaching (Valdivia)

				

				
					Inclusive Education

				

				
					2 / IV

				

				
					Kindergarten Ed. Teaching (Valdivia)

				

				
					Inclusive Education

				

				
					2 / IV

				

				
					History and Social Sc. Teaching (Valdivia)

				

				
					Inclusive Education

				

				
					2 / IV

				

				
					Language and Communication Teaching (Valdivia)

				

				
					Inclusive Education

				

				
					2 / IV

				

				
					Elementary Ed. Teaching, Specializations in Language, Communication, and English; Mathematics and Natural Sciences (Puerto Montt) 

				

				
					Workshop on Detection of Barriers to Learning

				

				
					2 /IV

				

				
					Elementary Ed. Teaching, Specializations in Language, Communication, and English; Mathematics and Natural Sciences (Coyhaique) 

				

				
					Workshop on Detection of Barriers to Learning

				

				
					2 / IV

				

				
					Kindergarten Education Teaching (Valdivia/Puerto Montt)

				

				
					Inclusive Education

				

				
					2 / IV
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				Source. own creation

				
					Non-state

					public universities

				

				
					Programs

				

				
					Subjects

				

				
					Year/Sem

				

				
					U. Católica del Norte

				

				
					Elementary Education Teaching with Specialization

				

				
					Education for Inclusion in Diverse Contexts

				

				
					2 / III

				

				
					Evaluation of Diverse Contexts

				

				
					3 / VI

				

				
					English Teaching

				

				
					Education for Inclusion in Diverse Contexts

				

				
					2 / III

				

				
					Evaluation of Diverse Contexts

				

				
					3 / VI

				

				
					Mathematics Teaching

				

				
					Education for Inclusion in Diverse Contexts

				

				
					2 / III

				

				
					Evaluation of Diverse Contexts

				

				
					3 / VI

				

				
					Religion and Philosophy Teaching

				

				
					Diversity and Inclusion in the Classroom

				

				
					3 / VI

				

				
					U. Católica del Maule

				

				
					Kindergarten Education, Specialization in Psychomotor Skills, and Healthy Life (Talca/Curicó)

				

				
					Diversity and Inclusion in Kindergarten Education

				

				
					3 / VI

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					Physical Education Teaching

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					Elementary Ed. Teaching (Talca/Curicó)

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					English Teaching

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					Spanish Language and Communication Teaching

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					Religion and Philosophy Teaching

				

				
					Human Development and Educational Inclusion

				

				
					2 / III

				

				
					U. Católica de la Santísima Concepción

				

				
					Language and Communication Teaching

				

				
					Inclusion in Educational Contexts

				

				
					3 / V

				

				
					Biology and Natural Sciences Teaching

				

				
					Inclusion in Educational Contexts

				

				
					3 / V

				

				
					Mathematics Teaching

				

				
					Inclusion in Educational Contexts

				

				
					2 / IV

				

				
					English Teaching

				

				
					Inclusion in Educational Contexts

				

				
					3 / V

				

				
					Elementary Education Teaching, Specialization

				

				
					Inclusion in Educational Contexts

				

				
					4 / VII

				

				
					Kindergarten Education

				

				
					Inclusion in Educational Contexts

				

				
					2 / IV

				

				
					Physical Education Teaching

				

				
					Inclusion in Educational Contexts

				

				
					2 / IV

				

			

		

		
			
				The exception to this predominant trend in this group of universities is the U. de Concepción. All its pedagogy programs include a subject called Social Inclusion and Exclusion in Education. Its purpose is to problematize the socioeconomic and cultural variables that may limit a more effective inclusion of all students, as well as the quality of their learning. A similar approach is that of the U. Católica de Maule. Its Human Development and Educational Inclusion course focuses on the groups susceptible of being included in the formal school systems (Indigenous peoples, immigrants, ethnic minorities, among others), in addition to 

			

		

		
			
				the socioeconomic and cultural variables involved in inclusion processes.

				The other great exception is the Universidad Católica de Temuco. Here, interculturality holds a privileged place in teacher training, to the point that, in most of the pedagogy programs, the issue is included in at least three elective courses—that the students must take—that cover topics preferably referring to Mapuche culture. In this regard, it should be noted that Universidad Católica de Temuco is the only one in the country with a pedagogy program focused exclusively on interculturality in indigenous 
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				Table 3

				Consolidated List of Subjects Related to Educational Inclusion in State Public Universities

				
					State public universities

				

				
					Inclusion-related Subjects

				

				
					U. de Chile

				

				
					4

				

				
					U. de Santiago de Chile

				

				
					4

				

				
					U. de Tarapacá

				

				
					7

				

				
					U. Arturo Prat

				

				
					2

				

				
					U. de Antofagasta

				

				
					6

				

				
					U. de Atacama

				

				
					U. de La Serena

				

				
					1

				

				
					U. de Valparaíso

				

				
					U. de Playa Ancha

				

				
					2

				

				
					U. Metropolitana de C. de la Educación

				

				
					11

				

				
					U. Tecnológica Metropolitana

				

				
					U. de O’Higgins

				

				
					6

				

				
					U. de Talca

				

				
					10

				

				
					U. del Bío - Bío

				

				
					7

				

				
					U. de la Frontera

				

				
					8

				

				
					U. de Los Lagos

				

				
					1

				

				
					U. de Aysen

				

				
					U. de Magallanes

				

				
					7

				

				
					Subtotal

				

				
					76

				

			

		

		
			
				Table 4

				Consolidated List of Subjects Related to Educational Inclusion in Non-State Public Universities

				Source. Own creation

				
					Non-state public universities

				

				
					Inclusion-related Subjects

				

				
					PUC de Chile

				

				
					11

				

				
					U. de Concepción

				

				
					12

				

				
					U. Técnica Federico Santa María

				

				
					PUC de Valparaíso

				

				
					7

				

				
					U. Austral de Chile

				

				
					8

				

				
					U. Católica del Norte

				

				
					7

				

				
					U. Católica del Maule

				

				
					7

				

				
					U. Católica de la Santísima Concepción

				

				
					7

				

				
					U. Católica de Temuco

				

				
					Subtotal

				

				
					59
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				disciplinary areas—reformulated in 2016 and the Framework for Good Teaching Practices created in 2003 and reissued several times (the most recent one in 2020).

				The requirement that teacher training should consider an inclusive approach, whether in learning outcomes, content, or learning activities or experiences was just as relevant. It was included in criterion 4 of the curriculum in the Criteria and standards for Pedagogy Programs in Chile (CNA, 2019).

				In practice, these requirements led the various universities to introduce subjects alluding to EI in their curricula. Interculturality, on the other hand, has never been proposed as a requirement, but as a recommendation that has been incorporated by universities in areas with high concentrations of Indigenous population. However, what is striking about these additions is that, with some exceptions, they have equated inclusion with SEN—more specifically, attention to students with learning problems or who are underperforming, neglecting attention to talented students or even to students with different physical abilities.

				Other groups traditionally excluded from formal school systems (immigrants, ethnic minorities, sexual and gender dissidents, among others) have not only not been considered, but there are no clear inclusion policies, protocols, or instructions in relation to them—even less resources, not even in schools (Murillo & Duk, 2016). However, there are general criteria that appeal to universal inclusion—which are found in the General Education Law 20.370 of 2009, the Antidiscrimination Law 20.609 of 2012 or the Law 20.845 of 2015 on School Inclusion—plus some exhortations from Mineduc that, in practice, are nothing but well-intentioned statements. This situation has led schools to develop reactive strategies in the face of specific situations, which often requires teachers to improvise in their teaching practice to meet the school diversity that sometimes overwhelms them.

				In view of these situations, the most important criticism of the Law on School Inclusion is, precisely, that its entire text deals with the prohibitions for schools that receive financial contributions from the State to select students 

			

		

		
			
				contexts. In the other few universities where the subject is addressed, this is done to supplement or complement general training.

				It is also worth mentioning that, despite this concern for Indigenous issues, inclusion in its most classic version is not neglected, and a Seminar on Heterogeneous Classroom Teaching is present in almost all its pedagogy programs. The following tables show a consolidated list of the subjects taught in each institution that refer to inclusion. 

				As can be seen, most of these are taught in state public universities—a total of 76 subjects, in contrast to the 59 taught in non-state public universities. However, as already mentioned, with some exceptions, both groups of universities tend to conceive EI from the perspective of attention to SEN. On the other hand—although it is not the subject of this paper—the neglect of issues and considerations related to interculturality is striking, since, in addition to the hybrid subjects already mentioned, only two universities in the country address the subject in their curricula: U. Arturo Prat in the north and U. Católica de Temuco in the south. Coincidentally, both universities are in areas with Indigenous populations, a situation that leads to the association of interculturality with these communities.

				Final considerations

				In a scenario where the association between EI and SEN tends to prevail—with neither of the two groups of universities being the exception in this regard—the question that immediately arises is the reason for this association. The answer seems to lie, as we pointed out at the beginning of this analysis, in the requirements of the school system itself because of the massification of the PIEs in the country’s regular schools. However, this does not seem to be the only argument. The exhortations of international organizations and the Mineduc’s own guidelines and pressures to make PIEs viable in schools have been decisive. This is also true for the requirements in relation to teacher training found in the Guiding Standards for Initial Teacher Training—both for the pedagogical and 
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				In fact, the few advances seen in universities have been mostly the result of the demands of the current legal framework; of student mobilizations; of public accusations of abuse of power, of sexual abuse, of arbitrary discrimination, among several other situations. In other words, EI in Chile, at all levels, responds more to fait accompli, community pressures, or reactive actions. Therefore, rather than talking about inclusion, it could be said that the national education system as a whole is still on the initial stages of an integration process. This process is characterized by partial responses—sometimes inorganic, where the responsibility for inclusion seems to fall more on the subjects to be included than on the schools or on the teacher training institutions (Devalle de Rendo & Vega, 2009; Dos Santos & Paulino, 2014).
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				or that it lists the strenuous efforts made to limit the profit of the managers of subsidized schools. However, the Law does not define inclusion, its beneficiaries, or the strategies and mechanisms to implement it in schools.

				Hence, it is no surprise that many teachers complain that they do not feel prepared to deal with increasingly diverse groups of students, not only in terms of cognitive or learning pace, but also in terms of interests, values, lifestyles, nationalities, gender expressions, erotic affective tendencies, among others (Iturra, 2019; Cornejo, 2019a; Ojeda, 2019). It should also be recalled that, in the collective imaginary of teachers, whenever EI is mentioned, it is automatically associated with SEN (Ojeda, 2019). Thus, it is no surprise that universities have focalized their content in their curricula. There, the distinction between transitory and permanent SEN, the diagnostic strategies, the student follow-up protocols, among others, are of great relevance in a more clinical or medicalized approach to EI.

				However, what is really surprising is not so much the neglect of other groups or the other forms of exclusion present in formal school systems, but the reactive nature of their incorporation in teacher training curricula, which respond more to ministerial, accreditation, or school system requirements, but not to reflective processes or internal evolution within the training institutions regarding the recognition of education as a universal right that does not admit exceptions, excuses, or delays.

				On the other hand, it cannot be ignored that these incorporations are specific or isolated and simply seek to comply with the requirements and external pressures mentioned above. Never do they nurture or are they present in the curricula of future teachers from a global or holistic perspective. Moreover, in general, the issue of inclusion is still a pending task in the universities, to the point that the scholars, trainers of trainers, accept that they ignore or have only a vague idea of what an effectively inclusive education implies. Furthermore, they lack the competencies to transmit to future generations the necessary tools to perform proactively with diverse school communities (Muñoz et al., 2015; Cornejo, 2019b).
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Abstract

Introduction: The article alms to unvell the way in which the CRUCH (Council of Rectors of Chilean Universities)
universities are training thelr future teachers in the field of educational inclusion, for which the training itinerartes and
graduation profiles of the different pedagogies taught by these study houses present In its institutional web pages. From
the methodological point of view, the research ascribes to a qualitative approach with a multiple-case design, taking into
account the multiplicity of analysis units made up of the different study houses. For the production of information, the
analysis of documents from the Internet was used, which in turn were analyzed through content analysis. Among the main
findings, it stands out that, although most of the untversities under study incorporated subjects related to inclusion, they
are mainly focused on the attention of SEN (Spectal educational Needs), thus restricting the possibilittes of understanding
the inclusion processes and making other possible beneficlaries invisible; without counting on the perpetuation of the
medicalizing paradigm that still underlies the training processes that is reinforced by current national legislation.
Keywords: educational integration, teacher training, pedagogy, university, Chile

Inclusién educativa en el contexto de la formacién de profesores en Chile

Resumen

Introduccién: El articulo tiene como objetivo develar c6mo las universidades del Consejo de Rectores de las Universidades
Chilenas (CRUCH) estén formando a sus futuros profesores en materia de inclusién educativa, para lo cual se analizaron los
itinerarios formativos y perfiles de egreso de las distintas pedagogias que Imparten dichas casas de estudio presentes en sus
péginas webs nstitucionales. Desde el punto de vista metodolégico la investigacién se adscribe a un enfoque cualitativo con
un disefio de casos multiples, atendiendo a la multiplicidad de unidades de analisis conformadas por las distintas casas de
estudio. Para la produccién de informacién se recurrié al anélisis de documentos provenientes de internet, los cuales a su vez
fueron analizados a través del andlisis de contenidos. Entre los principales hallazgos destaca que, si bien la mayoria de las
universidades en estudio incorpord asignaturas referidas a inclusion, ellas estén focalizadas fundamentalmente en laatencién
de las Necesidades Educativas Especiales (NEE), restringlendo con ello las posibilidades de comprensién de los procesos de
inclusién e invisibilizando a otros posibles beneficiarios; sin contar con la perpetuacién del paradigma medicalizador que aun
subyace en los procesos formativos que se ve reforzado por la legislacién nacional vigente.

Palabras clave: integracién educativa, formacién de docentes, pedagogia, universidad, Chile
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