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Presentation

REVISTA DE EDUCACIÓN is a scientific journal published by the Ministerio de
Educación, Cultura y Deporte. Founded in 1940, and since 1952 called Revista de
Educación, it has been a privileged witness of the development of education in
the last decades, and an acknowledged means for the dissemination of education
research and innovation, both from a national and international perspectives. It
is currently assigned to the Instituto Nacional de Evaluación Educativa within the
Dirección General de Evaluación y Cooperación Territorial and it is published by
the Subdirección General de Documentación y Publicaciones of the Ministerio
de Educación, Cultura y Deporte.

Each year we publish four issues. Starting next issue (No. 361), the magazine
will have three sections: Research, Essays and Education Experiences, all of them
submitted to referees. In the first issue of the year there is also an index of
bibliography, and in the second number a report with statistic information about
the journal process of this period and the impact factors, as well as a list of our
external advisors.

From 2006 to the second number of 2012 (May-August 358), Revista de
Educación was published in a double format, paper and electronic. The paper
edition included all the articles in the especial section, the abstracts of articles
pertaining to the rest of sections, and an index of reviewed and received books.
The electronic edition contains all articles and reviews of each issue, and it is
available through this web page (www.mecd.gob.es/revista-de-educacion/),
where it is possible to find more interesting information about the journal. From
the 358 number Revista de Educación becomes exclusively an online publication.

Revista de Educación assesses, selects and publishes studies framed in well
established lines of research, mainly: methodologies of education investigation
and assessment; analysis of education systems and public policies; evolution and
history of contemporary education systems; education reforms and innovations;
quality and equity in education; curriculum; didactics; school organization and
management; attention to diversity and inclusive education; educational guidance
and tutorship; teacher selection, training and professional development;
international cooperation for the development of education. 
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Revista de Educación is available through the following data bases:

n National databases: ISOC, BEG (GENCAT), PSICODOC, DIALNET, y REDINED (Red de
Bases de Datos de Información Educativa).

n International databases: Social Sciences Citation Index® (SSCI), Social
Scisearch®, SCOPUS, Sociological Abstracts (CSA Illumina), PIO (Periodical
Index Online, Reino Unido), IRESIE (México), ICIST (Canadá), HEDBIB
(International Association of Universities - UNESCO International
Bibliographic Database on Higher Education), SWETSNET (Holanda).

n Journal evaluation systems: Journal Citation Reports/Social Sciences Edition
( JCR), European Reference Index for the Humanities (ERIH), Latindex
(Iberoamericana), SCImago Journal & Country Rank (SJR), RESH, Difusión y
Calidad Editorial de las Revistas Españolas de Humanidades y Ciencias
Sociales y Jurídicas (DICE), CARHUS Plus+, Matriu d’Informació per a
l’Avaluació de Revistes (MIAR), Clasificación Integrada de Revistas Científicas
(CIRC). 

n Directories: Ulrich’s Periodicals Directory.

n National catalogues: Consejo Superior de Investigaciones Científicas (CSIC-
ISOC), Red de Bibliotecas Universitarias (REBIUN), Centro Nacional de
Innovación e Investigación Educativa (Ministerio de Educación, Cultura y
Deporte), Catálogo Colectivo de Publicaciones Periódicas en Bibliotecas
Españolas (Ministerio de Educación, Cultura y Deporte).

n International catalogues: WorldCat (USA), Online Computer Library Center
(USA), Library of Congress (LC), The British Library Current Serials Received,
King’s College London, Catalogue Collectif de France (CCFr), Centro de
Recursos Documentales e Informáticos de la Organización de Estados
Iberoamericanos (OEI), COPAC National, Academic and Specialist Library
Catalogue (United Kingdom), SUDOC Catalogue du Système Universitaire de
Documentation (France), ZDB Zeitschriftendatenbank (Alemania). 

Revista de Educación does not necessarily agree with opinions 
and judgements maintained by authors
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Heritage Education: epistemology, models and research

Educación patrimonial: epistemología, modelos e
investigaciones referentes

GUEST EDITORS

Olaia Fontal Merillas

Universidad de Valladolid
Álex Ibáñez Etxeberria

Universidad del País Vasco

Besides conforming educational content included in the curricula of most
countries, heritage provides the structural axis for collections in the
majority of museums and indeed for museums themselves if understood
as heritage assets. Both aspects position heritage-related issues as a major
content of education in formal and non-formal settings worldwide. Yet
heritage also constitutes a benchmark of identity for both individuals and
territories, so that it plays a leading role in what we call informal
education. 
In the international sphere, heritage education is present in all

UNESCO treaties since 1972, where it features as a key discipline in the
socialization of heritage, with such transcendental missions as awareness-
raising, empowerment and valuation. The European Union is also
committed to efforts aimed at increasing and enhancing the value of
knowledge related to cultural heritage, and indeed the European
Parliament and the Council of Europe are keen on promoting the cultural
and educational uses of heritage. We should mention in this context that
Spain is the third country in the world by number of assets included in
UNESCO’s World Heritage List and holds no fewer than 60,000 cultural
goods that enjoy a special protection status under state and regional
regulations concerning heritage. We therefore have a huge legacy that

Revista de Educación, 375. January-March 2017, pp. 9-12
9



demands an educational treatment capable of generating wealth in social,
cultural and identity-driven terms. With the aim of bringing order to this
educational handling of heritage, Spain has set up two powerful
instruments that ensure inter-administrative coordination and the
convergence of methodological criteria: the National Heritage Education
Plan, on the one hand, and, on the other, the Spanish Heritage Education
Observatory. Both instruments were shaped and are funded by Spain’s
central government. 
As regards the National Heritage Education Plan, like all national

plans, its design and implementation corresponds to the Subdirectorate
General at Spain’s Institute for Cultural Heritage (General Directorate for
the Fine Arts, Cultural Goods and Archives and Libraries: Ministry of
Education, Culture and Sports). The plan aims at becoming an effective
coordination tool for administrations and institutions that run educational
programmes involved in the transmission of cultural heritage. In this
sense, together with officials responsible for culture and heritage in the
central and regional administration, the commission of experts entrusted
with drawing up the text of the Plan included several representatives from
the educational administration at both the Secretary of State for Education
and the several regional ministries of education. The Plan’s objectives
include the promotion of research on heritage education, the deployment
of the latter as a policy priority within the framework of strategic plans
furthered by the national Ministry of Education, Culture and Sports and
by the several regional governments; the setting up of coordination
instruments that secure the collaboration between educators and cultural
heritage managers in the field of heritage education; or the promotion of
Spanish cooperation in heritage education international programmes and
actions by fostering involvement in supranational policies and networks,
among others. 
In turn, the Spanish Heritage Education Observatory (SHEO) consists

of three successive R&D&I projects funded by Spain’s Ministry of
Economy and Competitiveness in the framework of the several national
research plans and spanning over the following three-year periods:
January 2010-December 2012; January 2013-December 2015; and January
2016-December 2018. The Observatory’s main purpose is to trace,
inventory and evaluate both the programmes and the learning outcomes
linked to heritage education worldwide. The most significant knowledge
transfer brought about by the Observatory rests precisely on its

Olaia Fontal Merillas   Álex Ibáñez Etxeberria  EdUcacIón PatROMOnIal: EPIstEMOlOgía, MOdElOs E InVEstIgacIOnEs REFEREntEs
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attachment to the National Heritage Education Plan, whereby it becomes
responsible for analysing the current state of heritage education in Spain. 
To both instruments, one should add our country’s education laws,

which provide wide coverage for the subject of cultural heritage across
all educational levels, typologies, approaches (including up-to-date views)
and degrees of specificity. Additionally, and as far as the regulatory
framework is concerned, heritage laws directly contemplate educational
and social action as key elements. So much so that in the Madrid region
a recent proposal to reform the Historical Heritage Act included a whole
article devoted to heritage education.
The importance attached to heritage issues has likewise had a direct

bearing on academic research, whose output has grown exponentially in
recent years. At present, the State Plan for Scientific and Technical
Research and Innovation 2013-2016 includes, as an essential part of the
so-called Challenge 6: Social Change and Innovation, the protection and
preservation of culture and heritage as a means to developing new
scientific-technical capabilities and a model for sustainable exploitation,
as well as a space for individual learning and collective values. After more
than three decades of robust research work in this area, this monographic
issue attempts to reflect on the evolution of heritage education and the
current state of scientific knowledge in this area. We likewise aim at
gaining a deeper insight into the epistemology of heritage education by
zooming in on heritage education models that focus on heritagization
processes. It is just as important to conduct an evaluation of existing
programmes, with special attention being paid to international heritage
education projects. Last but not least, the evaluation of learning outcomes
related to knowing about, understanding, respecting, valuing, caring for,
enjoying and transmitting cultural heritage equally falls within our range
of interests. An emerging and much needed research field these days is
that of heritage education and social inclusion, and so is, within the
sphere of formal education, the issue of teacher training in heritage-
related topics.  
The whole of this range of interests is encompassed by the following

selection of articles. The French philosopher and sociologist Michel
Maffesoli contributes an essay that provides the meta-theoretical
framework that accounts for the concept of heritage as dynamic root-
taking, where the relations involved are neither mechanical, nor
predictable nor controlled by reason. Heritage is thus derived from the

Olaia Fontal Merillas   Álex Ibáñez Etxeberria  EdUcacIón PatROMOnIal: EPIstEMOlOgía, MOdElOs E InVEstIgacIOnEs REFEREntEs
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reemergence of local roots in a phenomenon that characterised the
Middle Ages and can presently be seen as a nascent postmedievality.
The article by Fontal and Ibáñez-Etxeberria analyses the current state

and evolution of research on heritage education by resorting to high-
impact indicators: the production of doctoral dissertations, the existence
of competitive projects awarded funding under national R&D&I calls for
proposals and the publication of scientific papers in internationally
recognised databases WOS and Scopus.
In the sphere of formal education, Cuenca-López, Estepa-Jiménez and

Martín-Cáceres conduct a study showing how, on the basis of heritage,
one may work on contents and issues relevant to society and education,
including aspects related to such complex areas as identity and
citizenship. 
López-Facal and Domínguez-Almansa present the results of a study on

the development of professional skills by undegraduates in teacher
education aimed at proving that heritage education is an effective tool in
the early training of teachers and in the development of civic skills among
primary education students. 
Already in the setting of non-formal education, and more specifically

in connection with museums and other spaces for the presentation of
heritage, González-Sanz, Feliu-Torruella and Cardona-Gómez analyse how
heritage education professionals relate to the use at their workplace of
the so-called Visual Thinking Strategies (VTS), an educational method
guided by a constructivist approach.
Finally, Marín-Cepeda, García-Ceballos, Vicent Gillate and Gómez-

Redondo discuss the state of the question in the issue of inclusion and
heritage education as they attempt to assess the educational quality of
existing initiatives by conducting and evaluation of programmes
inventoried in the database of the Spanish Heritage Education
Observatory.

Olaia Fontal Merillas   Álex Ibáñez Etxeberria  EdUcacIón PatROMOnIal: EPIstEMOlOgía, MOdElOs E InVEstIgacIOnEs REFEREntEs
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Instructional support system for teaching number sense1

Sistema instruccional de apoyo a la enseñanza del sentido
numérico

DOI: 10.4438/1988-592X-RE-2016-375-333

Estíbaliz Aragón Mendizábal

Manuel Aguilar Villagrán

José Ignacio Navarro Guzmán

Universidad de Cádiz

Abstract
Number sense is regarded as a strong predictor of mathematics achievement

at formal school. This paper describes the improvement of early math skills using
computer-assisted instruction and the effectiveness of an intervention program.
An experimental design with control and experimental groups, and pre- and post-
intervention measurement was used. Participants were 48 preschool students
(aged from 4.91 to 5.91; 21 were males and 27 were female), whose relational
and numeracy skills were assessed before and after training. Differences between
groups were analyzed. Participants were students from four schools (two public
and two private). Schools were in middle-class neighborhood, in 100.000
inhabitants towns. Descriptive analysis, discriminant analysis and hypothesis test
were calculated. Null hypothesis of equality between groups was rejected (Wilks’
Lambda = .468; X2 = 31.46; p < .001). Therefore, the difference between the
experimental and control groups was statistically significant. Also, discriminant
analysis indicated that 83.3% of students were classified correctly in their group.
Significant differences between control and experimental group in classifications
(p =.001), correspondence (p =.001), counting structured (p =.001) and resulting
(p =.000) skills, were found. Results supported the effectiveness of the
intervention program, and indicated math skills that were significantly improved

Revista de Educación, 375. January-March 2017, pp. 14-33
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by training: classifications and correspondence as relational skills, and counting
structured and resulting as numerical skills. Educational implications and future
lines of action are discussed.

Keywords: mathematics skills, remedial programs, preschool education,
numeracy, computer-assisted instruction, mathematical achievement.

Resumen
El sentido numérico es considerado como un fuerte predictor del rendimiento

matemático en la escuela formal. El presente trabajo plantea el perfeccionamiento
de las habilidades matemáticas tempranas mediante el uso de la enseñanza asistida
por ordenador. Se utilizó un diseño experimental, con grupo control y medidas
pre- y pos-intervención para estudiar la eficacia de la intervención en una muestra
de 48 alumnos de educación infantil, y las diferencias existentes en las habilidades
relacionales y numéricas tras la implementación del programa computerizado. Del
total de la muestra 21 alumnos fueron niños y 27 niñas, cuyas edades oscilaban
entre los 4.91 y los 5.91 años. Se emplearon análisis descriptivo, discriminante y
contrastes de hipótesis como técnicas de análisis de los datos. Los alumnos
pertenecían a cuatro centros educativos, dos de ellos públicos y dos concertados.
Los centros estaban situados en zonas urbanas de clase media en poblaciones de
unos 100.000 habitantes. Se rechazó la hipótesis de igualdad entre los grupos
(Lambda de Wilks = 0.468; X2 = 31.46; p < 0.001), pudiendo concluir que la
diferencia entre el grupo experimental y control era estadísticamente significativa.
Asimismo, el análisis discriminante confirmó que el 83.3% de los alumnos fueron
clasificados correctamente en su grupo. Se muestran diferencias significativas en
los resultados de clasificación (p < .001), correspondencia (p < .001), conteo
estructurado (p < .001) y resultante (p < .001) entre los grupos experimental y
control, avaladas por el tamaño del efecto. Los resultados obtenidos apoyan la
eficacia de la intervención e indican las habilidades que se ven favorecidas en
mayor medida por el entrenamiento: clasificaciones y correspondencia en el ámbito
relacional, y conteo estructurado y resultante en el ámbito numérico. Se discuten
las implicaciones educativas y las futuras líneas de actuación.

Palabras clave: habilidades matemáticas, programa de recuperación,
educación infantil, aritmética, enseñanza asistida por ordenador, logro
matemático.

Introduction

Early math skills, frequently grouped together under the construct,
«number sense» (Berch, 1998; Hannula, Lepola, & Lehtinen, 2010), are
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developed earlier than formal mathematical abilities. They are a
cornerstone which more complex mathematical knowledge is built upon.
An example of this is preverbal number sense, which refers to features
such as subitizing (Le Corre, Van de Walle, Brannon, & Carey, 2006) and
which comes before counting, or the development of an estimated
representation of magnitude. This comes about before numerical
representations (Lipton & Spelke, 2005). Number sense allows children
to recognize different quantities and estimate quantities, allowing them
to not only succeed in school, but also solve problems in everyday life.
Despite the importance of this concept and its significance, there is

no general agreement at present on the conceptualization and
operationalization of number sense (Gersten, Jordan, & Flojo, 2005).
Researchers agree that it involves a set of related number and operations
skills from the age of 3 to 6 years old. Therefore, this developmental
period is held up as a key stage in acquiring those skills identified as
predictors of school performance. These precursors can be differentiated
into two categories: domain-general and domain-specific (Passolunghi &
Lanfranchi, 2012). On the one hand, precursors of domain-general ability
refer to general cognitive skills that predict performance in school topics,
not in one particular field. Examples include short-term memory, working
memory and general intelligence (Aragón, Navarro, Aguilar, & Cerda,
2015).
On the other hand, domain-specific precursors refer to those skills that

are able to predict subsequent performance in a particular area of school
knowledge. Such precursors include phonological awareness as a
predictor of literacy skills, and skills related to number sense acquisition
and counting which are critical in mathematical skills achievement (De
Smedt, Verschaffel, & Ghesquiere, 2009).
Acquiring number sense is completed through a gradual process. Four

different stages in the development of number sense can be identified
(Von Aster & Shalev, 2007). First, the child achieves non-symbolic
representation. Secondly, non-symbolic representation leads to symbolic
representation of quantity. Thirdly, verbal symbolic representation is
acquired through Arabic numerals, and finally, the previous three
components are integrated into a mental number line, i.e., when it is
assumed that numbers listed after in a counting sequence are bigger
numbers than those listed before. Therefore, at the age of 6, after reaching
the fourth stage of number sense development, most children incorporate



notions of quantity and counting schemes within mental number lines
(Siegler & Booth, 2004).
This linear representation of numerical magnitude is significant to the

development of counting skills, as it helps children learn the positional
value of numbers and do mental calculations. Consequently, number
sense remains as a strong predictor of achievement in math in early
school years (Duncan et al 2007; Jordan, Kaplan, Locuniak, & Ramineni,
2007; Jordan, Kaplan, Ramineni, & Locuniak, 2009).
On the opposite, problems in different developmental stages of

number sense, identified by Von Aster & Shalev (2007), may explain the
emergence of learning difficulties in mathematics (Mazzocco, Feigenson
& Halberda, 2011; Van Viersen, Slot, Kroesbergen, Van’t Noordende, &
Leseman, 2013). Therefore, shortfalls in number sense can make formal
math instruction difficult (Baroody & Rosu, 2006). It can be considered a
determining factor in the onset of dyscalculia (Butterworth, 2010; Piazza
et al, 2010), and explains the disparity in math performance in the early
grades of primary education (Xenidou-Dervou, De Smedt, van der Schoot,
& van Lieshout, 2013). It is therefore critical to pay attention to the several
aspects of numeric in the early school years, as well as the previous
processes, which according to Piaget (Piaget & Szeminska, 1941)
contribute to constructing the number concept. Therefore, to successfully
meet the demands of formal schooling, it is necessary to acquire and
coordinate beforehand, relational logic skills.
A key aim is to prevent mathematical learning difficulties (MLD) and

teach early math skills. This goal can be achieved through training
programs that contribute to the student’s progress and help not only for
academic purposes, but also provide strategies to meet the demands of
the social world in which the student is immersed. There are a wide range
of tools and teaching methods that can help achieve the proposed goals,
including computer-assisted instruction (CAI). Research supports the role
of CAI as a mediator tool in improving higher order capacities (Ayvaci &
Devecioglu, 2010; Döst, Saglam, & Ugur Altay, 2011; Halpern, Millis,
Graesser, Butler, Forsyth, & Cai, 2012 ), critical to achieving effective
competency in several school subjects. For more than a decade, research
has supported the value of this CAI teaching method in specific school
skills such as mathematics (Clements & Sarama, 2007, 2008, 2011; Griffin,
2004; Sarama, Clements, Starkey, Klein, & Wakeley, 2008).
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In order to study the effectiveness of an intervention program based
on computer-assisted instruction, the following objectives were
established: First, to analyze the differences between control and
experimental group scores after the intervention process, in both
relational and numeric mathematics tasks, and the total test score which
assesses early math skills. A detailed study of several math subtests
activities was also proposed. On the one hand, differences in relational
tasks were analyzed: comparisons, classifications, correspondence and
seriation tasks. On the other, the differences found in numeric tasks were
studied: verbal counting, structured counting, resulting counting, general
knowledge of numbers and estimation.

Method

An experimental design was used, with experimental and control groups,
and pre- and post-intervention measures. The SPSS.22 version was used
for data analysis. Through this software, descriptive statistics of the
sample were calculated and an inferential analysis was carried out
through the Mann Whitney U test for two independent samples and
discriminant analysis. The researchers obtained the permits and ethical
recommendations required for these type of studies. Parents, teachers and
school board granted permission for the study. After the intervention, the
school teachers that had participated in the study were guided to improve
student performance, using the material implemented in the research in
order to increase the skills of students.

Participants

The sample of students came from four schools located in the Cadiz
province (Spain). Two schools were public, and two were semi-private.
The schools had a standard middle class socio-economic level. There were
a total of 48 students from the final grade of Early Childhood Education,
whose ages ranged between 4.91 and 5.91 years, (M = 5.4; SD = .29). 27
participants were girls, aged between 4.91 and 5.83 months (M = 5.37,
SD = .27) and 21 participants were boys, aged between 4.91 and 5.91
months (M = 5.43, SD = .32). Students who had special educational needs
were excluded.
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Instruments

The Early Numeracy Test-R (Van Luit and Van de Rijt, 2009) in its
computerized and standardized version translated into Spanish (Van Luit
et al., 2015) was used to evaluate the participating students’ math skills.
Based on the students results, they were selected to develop early math
skills through «Playing with Numbers 2» (Navarro, Ruiz, Alcalde, Aguilar,
& Marchena, 2007)

Playing with Numbers 2

The software «Playing with Numbers 2« (Navarro et al., 2007) is a training
program aimed at learning, developing and strengthening mathematical
thinking skills. Its aim is to contribute to the student’s logical-
mathematical acquisition in an attractive and motivating way, using the
computer as a learning facilitator. Specifically, «Playing with Numbers 2»
was carried out with Flash Professional Adobe software, which uses
standard internet files (SWF) and vector graphics so that different scale
applications can be used without losing visual quality.
The software consists of different tasks to develop number sense. This

computerized training program offers students activities that help them
learn concepts related to certain basic math skills such as: seriation,
comparison, classification, easy arithmetic problems, distribution, size
discrimination, and a series of activities aimed at mastering numbering.
«Playing with numbers 2» is aimed at students of the first year of primary
school. This software has different levels of difficulty and has the
possibility of being used with younger students, or students with special
educational needs.

Early Numeracy Test (ENT-R)

A computerized version of Early Numeracy Test Revised (ENT-R) was used
in this research, standardized for the Spanish population (Van Luit et al.,
2015). The original tool was developed by Van Luit and Van de Rijt (2009)
to evaluate early numerical knowledge, and detect students at risk of
MLD. This tool is especially useful in the transition from pre-school to
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elementary education, in order to confirm which students need support
to cope with the new mathematical learning, promoting the
implementation of early intervention to remedy these shortfalls.
The test assesses concepts of comparison, classification, one to one

correspondence, seriation, verbal counting, structured counting, counting
(without pointing), general knowledge of numbers and estimation. It is
aimed at students between 4 and 7 years, and has three parallel versions
of 45 items each. It takes an average of around 30 minutes and is
individually administrated. The Cronbach’s alpha reliability index was .92.

Procedure

First, parental permission to participate in this research was obtained for
the student sample selected. Then, an individual evaluation session was
carried out at the beginning of the school year. In this first assessment
phase, the ENT-R (version A) test was applied to assess early math skills.
The individual evaluation session took between 30 and 35 minutes.
The second phase of the study focused on the implementation of the

computerized intervention program «Playing with Numbers 2». The
training program was carried out during the months of February, March
and April. A total of 30 sessions were used, taking between 30 and 45
minutes each. They were held three times a week. Each training session
involved 6 students working independently with a computer, solving the
different computer activities. All sessions were supervised by two
specialized psychologists.
Finally, we proceeded to perform the post-test evaluation by the ENT-

R (version B) in order to verify the effectiveness of the intervention.

Results

The Mann Whitney U nonparametric test was used on independent
samples before and after the intervention, in order to verify the existence
of significant differences between the control and experimental groups
before and after the intervention.
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TABLE I. Results of Mann Whitney U test for two independent samples for complete test, relational

and numerical subtests and task groups.

*p< 0.01

Table I shows the results obtained from the Mann Whitney U
contrasting test. In the pretest assessment, no significant differences were
found in the complete test, nor were they found in the subtests or the
different components of early numerical knowledge. There was statistical
equivalence between the control and experimental groups. In the posttest,
after the intervention, significant differences in ENT-R total test score and
relational and numerical subtests were found. With regard to the diverse
subtest components, significant differences between control and
experimental group were found in some of the elements evaluated. On
the one hand, with respect to the relational subtest, there were significant
differences in classifications and correspondence (p < .001) but
differences in comparison and seriation were not significant. Furthermore,
the differences were statistically significant in structured counting (p <
.001) and resulting counting (p < .001). However no statistically significant
differences were found in verbal counting or the general knowledge of
numbers and estimation.
A detailed descriptive statistics analysis generated some more

significant information (see Table II). The descriptive results regarding
the score obtained in all subtests and the increase achieved after the
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intervention program, are shown in Table III. Table IV shows descriptive
statistical results obtained on the different components of early numerical
knowledge.

TABLE II. Means and standard Deviations obtained in the total score on the Early Numeracy test-

R by experimental and control groups, and the increase achieved after the intervention program.

Results in Table II confirmed that despite the experimental group
being initially higher in the pretest than the control group (although these
differences between groups were not significant), the control group
performed less well than the experimental group after the intervention
program.
In addition, gains obtained by the experimental group were 6.7 points

significantly higher than those in the control group.

TABLE III. Results obtained in relational and numerical subtests of the Early Numeracy Test-R

by experimental and control groups, and the increase achieved after the intervention program.

On the other hand, Table III shows the absence of pretest significant
differences between experimental and control groups (see Table I).
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Pretest scores were comparable and both groups considered equivalent.
After the program implementation, the experimental group score emerged
as higher than the control group. Differences were statistically significant.
With regard to the increase of both groups, the experimental group had
a three points higher advantage than the control group. These results
endorsed the effectiveness of intervention beyond developmental changes
and school instruction.
Table IV shows results obtained in the different critical components

involved in comprising the ENT-R. The increase was higher in all tasks
for the experimental group compared to the control group. These
differences supported the role of the computerized intervention. As
shown in Table I, the differences were statistically significant in
correspondence and relational classification tasks. Similarly, the increasing
was greater in the experimental group. The size effect was also more
significant for the experimental group (Table IV).

TABLE IV.  Results obtained for experimental and control groups on the ENt-R different tasks.

Next, the impact of the effect on both groups was measured. Aside
from normal maturing processes, the control group increased its score as
a result of traditional school curriculum instruction whilst the
experimental group improved from both types of instruction, i.e.,
traditional curriculum and computer instruction using the software
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«Playing with numbers 2». According to Table IV the impact on
classification skills was higher in the experimental group (d = 1.44),
compared to the control group (d = .53). In addition, the impact in the
correspondence task was also higher in the experimental group (d = 1.69)
than in the control group (d = .23).
On the other hand, with respect to results in ENT-R numerical subtests,

the experimental group displayed a greater impact (d = 2.57) than the
control group (d = .79) in structured counting task. Similarly, the
experimental group (d = 1.69) also displayed a greater effect than the
control group (d = 1.44) in the resulting counting task.
With regard to the increase achieved on the posttests, it is noteworthy

that both the experimental and control groups had higher scores in
numerical tasks than in relational tasks, except in estimation where gains
were not as high as in the other types of numerical tasks.
Finally a discriminant analysis was conducted in order to establish

differences between groups and obtain a mathematical function able to
classify students based on the scores obtained in the discriminating
variables. This statistical technique allows a supervised classification of
data vector (numerical) into two or more categories: in this case, control
or experimental group. This classification is based on an achieved hyper
plane able to distinguish the experimental and control groups. This
distribution was compared with the real results giving a classification
matrix where the diagonal represented the total or percentage of well
classified individuals and where extradiagonal elements represented the
false positive and false negative classification process (Table V).

TABLE V. Results of discriminant analysis to predict students belonging to the control and

experimental group.

The results in Table V show that 83.3% of students in the control group
were correctly classified in their group. The same percentage was also
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obtained for the experimental group. As a result, it was possible to
conclude that the intervention program produced a statistically robust
differentiation between both groups.
Additionally, an equal groups statistical contrast based on the Wilks’

Lambda, and determined by a Chi-square approximation was calculated.
Results rejected the hypothesis of equality between the groups (Wilks’
Lambda = .468; X2 = 31.46; p < .0001). The conclusion was that
differences between experimental and control groups were statistically
significant.

Discussion

This paper provides a complementary tool to traditional math instruction,
efficient in developing early math skills using new technologies. It also
studied which cognitive skills were improved by the intervention
program.
According to the results, blending traditional instruction with new

ways of teaching mathematics at an early age contributes to number sense
acquisition. Number sense is defined as a set of related knowledge of
number and operational skills. These skills are specific ability precursors
of mathematical performance in subsequent years and are a key element
in Mathematics Learning Disabilities (Jordan, Glutting, & Ramineni, 2008;
Jordan et al, 2009; Passolunghi et al., 2012). One way to prevent these
potential difficulties and contribute to improving early skills is to provide
tasks to enhance number sense as the milestone of mathematical learning
in early years (Aunio, Hautamäki, & Van Luit, 2005; Geary, 2004).
According to the Piagetian model (Piaget & Szeminska, 1941), logic-

relational early math skills are meaningful to achieve number
understanding. Therefore, insisting on providing activities based on
serialization, correspondence, comparison and classification, contributes
to developing numerical knowledge and, eventually, to an encouraging
prognosis of students’ math skills in higher school grades (Aunio &
Niemivirta, 2010). This is especially remarkable in exploring new
instructional methods such as computer assisted teaching. Advantages
derived from research suggest that this procedure has the ability to adapt
contents to the students’ learning needs, individually adjusting and
personalizing curriculum (Judge, Puckett, & Cabuk, 2014).
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With respect to the results after the intervention applied in this study,
students in the experimental group showed significant differences from
the control group in relational, classification and correspondence tasks.
However, no differences were found in comparison and seriation tasks.
It is possible that students had already mastered this ability through
developmental maturation at the time this was first tested. Actually after
intervention program, increases in this task score were just 0.5 point
between both groups.
The rationale for this lack of difference should be based on results of

an exploratory study to adapt the ENT-R test (Araújo, Aragón, Aguilar,
Navarro, & Ruiz, 2014). Comparison tasks in 5 year old children were
those that yielded more positive results, compared to all other tasks.
Furthermore, items corresponding to comparisons were less difficult for
students, as we found in the current study. From a theoretical point of
view and after the statements by Resnick (1989, 1992), the proto-
quantitative comparison scheme would conduct the first steps of quantity,
with no numerical precision. Students should assign linguistic labels
without any measurement process. It is therefore known that these
comparison skills are acquired before age 5, the stage at which it is in
the consolidation process.
On the other hand, with respect to seriation concepts, it is known that

together with classification, both are progressively coordinated to master
numbers as serial categories. Number conservation is intrinsically linked
to the process of integrating these logical abilities (Piaget & Szeminska,
1941). For that reason, its acquisition is essential for the development of
early math skills. As Fuson (1991) pointed out, seriation skills are reached
at the last stage of numerical sequence development. It is characterized
by being two-way and staggered. That is why most students despite
having worked more or less on this ability, are not able to master this
skill that -along with the inclusion of classes-, represents the last basic
maturational step in mastering the numerical sequence. This idea is also
supported by Fernandez and Ortiz (2008) who identify several stages for
acquiring the logical ordinal-number sequence and whose improvement
is achieved after the age of 5.
In addition to the development of logical-relational thinking, it is

essential to learn the conventional numbering system derived from
contextualized and meaningful school learning (Berch, 2005; Bryant &
Nunes, 2002). This learning also predicts subsequent achievement in
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student performance (Gersten et al., 2005; Aunio & Niemvirta, 2010).
Therefore, insisting on complementary instructional school work with
tasks that polish the skills acquired in the classroom can be beneficial for
student performance in math.
The results of the intervention program in relation to the numerical

tasks showed significant differences for the experimental group in
resulting, structured and counting tasks. However, there were not
significant differences in verbal counting or general knowledge of
numbers and estimation. Five year old children are easily able to properly
recite the number sequence. But it is more difficult to solve counting (and
without pointing) tasks. These tasks could be improved with specific
training. On the other hand, general knowledge of the number tasks
requires a certain generalization of everyday life mathematical basic
knowledge. This is regularly more complex to reach at an early age.
Nevertheless, the intervention program demonstrated that participants in
the experimental group with lower scores in the pretest assessment,
achieved higher scores than the control group in general knowledge of
number tasks, without reaching statistically significant differences.
Finally, with respect to estimation tasks, it is necessary to consider that

providing meaning to the numbers’ magnitude on a number-line
continues to be one of the most complex mathematical components for
students at five years of age (Araújo et al., 2014). Several studies (Booth
& Siegler, 2008; Siegler & Booth, 2004) have focused on estimation using
a number-line for nursery and primary education students. Results found
that estimation errors significantly decreased when children finished pre-
primary education and were also much more accurate when students
estimated numbers that correspond to a hundred rather than a thousand
(Siegler & Opfer, 2003). All these results suggested that despite the
training program, it is necessary for students to develop further basic
math concepts such as verbal-number string, which supports the
subsequent acquisition of a more complex knowledge, such as estimation.
From a more overall approach, we find higher gains in relational tasks

than numerical tasks in the experimental group. Also, trained students
obtained more than three points in both relational and numerical aspects.
According to Resnick (1989, 1992), self-intuitive knowledge of logical
tasks represents a cornerstone in future math skills acquisition.
Consequently, it is necessary that this non-instructional and relational
previous knowledge, be integrated with the representational knowledge
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led by counting, in order to cope with cognitive conflicts as they come
up. It is therefore rational that at 5 years of age training gains are focused
on strengthening these intuitive features and increasing the development
of skills required through instruction and active learning.
Regarding methodological limitations in the study, we can mention

that the study shows characteristic limitations of research in education.
In this case, we can highlight issues related to randomness in the sample,
and therefore, the realization of a type of quasi-experimental design, for
example, the ecological variables in schools, such as the influence of the
characteristics of teachers in the teaching of mathematics, along with the
reduced number of participants in the study due to the need of resources
that must be taken into account for intervention.
In conclusion, the implementation of a mathematics training program

in early years based on computer assisted instruction was helpful to
enhance complementary math skills to school teaching. Results supported
the usefulness of training considering child developmental and math
instruction received at school. The use of the software «Playing with
numbers 2» by the experimental group as extra training to traditional
instruction, was efficient for early math learning skills. 
The follow up of all participants and the analysis of its progress is a

new target for future research as is how to maintain the impact and how
to respond to the intervention in subsequent school years. Likewise, there
is the option of introducing the software «Playing with numbers 2» in
classrooms integrated as a standard tool, together with other traditional
math teaching approaches, enhancing benefits of computerized
intervention to all students without disrupting the class dynamic.
On the other hand, with respect to the piece of software, it is necessary

to review tasks with a potential ceiling effect at these ages, and whether
or not to introduce or modify tasks, which are not beneficial due to their
complexity.
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Abstract
This research aims to expand the literature regarding the determinants of

educational output by exploring the relationship that there is between cognitive
and non-cognitive skills. To do this, we use a large dataset from a sample of
students enrolled in their last year of lower secondary education in the region of
Asturias. This dataset was built especially for the purpose of this research. This
information can be used to measure non-cognitive skills such as student effort,
motivation or responsibility. Besides, we had access to information from student
academic records. This can be used as a proxy for cognitive skills. Many other
variables related to family background, study habits, leisure activities or their
relationship with their parents were also available. Assuming that both
dimensions of educational output are closely interrelated, we adopt an
econometric approach based on a bivariate ordered probit model with an
endogenous regressor. In this manner, we can simultaneously estimate the
determinants of both educational outputs and the link between them. The results
of the empirical analysis show that there is a positive and significant relationship
between non-cognitive skills and academic achievement. However, this
relationship is not significant when considering different groups of students.
Specifically, we observe that there is no significant relationship between the two
analysed variables for male students or students belonging to large families only.
Another interesting finding is that the main determinants identified for each
educational output are substantially different.
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Resumen
La presente investigación pretende contribuir a la literatura sobre los factores

determinantes del output educativo tratando de explorar la relación existente
entre las competencias cognitivas y no cognitivas. Para ello disponemos de una
amplia base de datos sobre una muestra de alumnos del último curso de
educación secundaria obligatoria del Principado de Asturias construida para el
objetivo concreto de la presente investigación, con la que resulta posible medir
aspectos no cognitivos tales como el esfuerzo, la motivación o la responsabilidad
de los estudiantes. Asimismo, se dispone de información relativa al expediente
académico de los alumnos, a través del cual se pueden aproximar sus
competencias cognitivas, y multitud de variables relativas al entorno familiar de
los estudiantes, sus hábitos de estudio, las actividades de ocio o la relación que
tienen con sus padres. Partiendo de la premisa de que las dos dimensiones del
output educativo consideradas están interrelacionadas entre sí, se utiliza un
enfoque econométrico basado en un modelo probit bivariante ordenado con
variable endógena, con el que resulta posible estimar simultáneamente los
factores determinantes de los dos indicadores del output educativo, así como el
vínculo existente entre ellos. Los resultados de nuestras estimaciones ponen de
manifiesto la existencia de una relación positiva y estadísticamente significativa
entre dichas habilidades y los resultados académicos. No obstante, la relación
existente entre ambas dimensiones del output para el conjunto de la muestra no
se mantiene cuando consideramos diferentes subgrupos de estudiantes.
Concretamente, se observa que la significatividad de la relación entre las dos
dimensiones desaparece cuando consideramos únicamente a los estudiantes
varones o pertenecientes a familias numerosas. Otro resultado interesante es que
existen importantes divergencias a la hora de identificar los principales factores
determinantes de cada output educativo.

Palabras clave: Habilidades no cognitivas, Rendimiento académico, Educación
secundaria, Determinantes del output educativo, Probit, Variables endógenas.

Introduction

One of the key lines of research within the field of education economics
is the exploration of the determinants of educational achievement using
what is known as the educational production function (Todd and Wolpin,
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2003). Since the first empirical studies were published in the 1970s, most
papers have focused on the analysis of factors associated with cognitive
skills, usually measured by means of a standardized test of knowledge,
making a distinction between factors associated with student
socioeconomic environment and school resources (Coleman et al., 1966).
Researchers generally tend to agree about the significance of
socioeconomic factors (Sirin, 2005), whereas there are bigger differences
of opinion with respect to school resources (Hanushek, 2003).

There has been a growing trend in recent years to explore the
determinants of other dimensions of educational output, such as social
skills, attitudes or student maturity (Borghans, Duckworth, Heckman and
ter Weel, 2008). These are considered to be key developmental factors
and should therefore be encouraged by schools (Levin, 2012). While
initiatives developed within the school environment designed to improve
the development of such non-cognitive skills among students have
attracted a lot of interest (Durlak, Weissberg, Dymnicki, Taylor and
Schellinger, 2011), it is also true that school factors have a relatively small
impact compared with personal and family environment (Opdenakker
and Van Damme, 2000).

The purpose of this research is first and foremost to identify the key
determinants of two dimensions of educational output as far apart as
cognitive and non-cognitive skills, focusing primarily on student
behavioural habits and the characteristics of their environment. Secondly,
we aim to explore the possibility of there being an interconnection
between the acquisition of non-cognitive skills and the development of
cognitive skills. In doing so, we take up a line of research that, after the
publication of several empirical studies, is now booming in the United
States (Lleras, 2008; Cunha and Heckman, 2008), which we apply in
Spain.

The source of the information used for this study is a broad database
of students enrolled in their last year of lower secondary education in the
region of Asturias. Based on a questionnaire especially designed for this
research, we can gain an understanding of issues that are hard to
measure, such as effort, motivation and responsibility. We also have access
to information from student academic records and many other variables
related to their environment. They can be considered explanatory factors
of either or both of the dimensions of educational output. 
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The methodology used in our empirical analysis is based on the use
of a bivariate ordered probit model with fixed effects. We use this model
to simultaneously estimate the determinant factors of both dependent
variables and also take into account the potentially endogeneity of non-
cognitive skills with respect to academic achievement. To the best of our
knowledge, the field of education economics has made scant use of this
technique. Noteworthy examples of papers that have previously applied
this method are a study by Jiménez and Vilaplana (2014) examining the
relation between test scores of Spanish students in financial literacy and
mathematics in PISA 2012, or a study by Kalb and Van Ours (2014) about
the impact of reading habits at an early age on the future reading skills
of students.

The remainder of the paper is organized as follows. Section 2 reviews
the literature on the relationship between cognitive and non-cognitive
skills. Section 3 explains the methodology applied, whereas Section 4
describes the database used and the model variables. Section 5 reports
the key results. The paper ends with some conclusions.

Literature review

Many studies draw attention to the role played by non-cognitive skills in
educational achievement among young people (Chamorro-Premuzic and
Furnham, 2003; Lleras, 2008), where non-cognitive skills are taken to
mean aspects related to student personality, such as their intrinsic
motivation or perseverance1. The main problem posed by this field of
research is that it is hard to identify such non-cognitive skills.

Students that receive proper non-cognitive training (i.e. are stimulated
to learn such concepts as motivation, joy of learning, hardworkingness,
etc.) are more open to learning and take better advantage of the
educational process (Cunha and Heckman, 2008), making activities
related to curricular skills learning more effective (Heckman and Kautz,
2012). This impact extends to the entire cohort, irrespective of family
socioeconomic and cultural level (Carneiro, Crawford and Goodman,
2007). 
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(1) Rosen, Glennie, Dalton, Lennon and Bozick (2010) provide a classification of such non-cognitive skills,
whereas Almlund, Duckworth, Heckman and Kautz (2011) give an exhaustive review of evidence as to the
relationship between personality and non-cognitive skills.



As skills learning is a dynamic process, the importance and effect of
non-cognitive skills on curricular outcomes grow over time, that is, any
deficits developed at early ages would ultimately lead to academic
problems during adulthood (Farkas, 2003), even controlling by exogenous
factors (Segal, 2008). On the other hand, adequate non-cognitive skills
supplement and directly boost any efforts aimed at improving cognitive
learning (Heckman and Kautz, 2013). According to Carneiro et al. (2007),
young people with the best non-cognitive outcomes at age 11 are more
likely to continue studying after the age of 16 and achieve a higher
educational level. This finding was confirmed in a well-known study by
Cunha and Heckman (2008), which shows how the level of non-cognitive
skills during one period has an effect on the learning of cognitive skills
in later periods. Additionally, deficient non-cognitive training could, by
way of low job remuneration, weigh negatively against satisfactory
cognitive skills in the future (Heckman y Rubinstein, 2001).

Carneiro et al. (2007) highlight the fact that non-cognitive skills may
be more malleable than cognitive skills, especially among seven- to 11-
year-olds. If this were true, it would suggest that educational policy
potentially has a broader scope of action, stretching beyond the direct
promotion of cognitive skills. In this respect, a great deal of literature,
mainly in the United States (Knudsen, Heckman, Cameron and Shonkoff,
2006), focuses on analysing the effects of early intervention on children’s
non-cognitive skills2. The best known experimental intervention is the
Perry Preschool Program, conducted in the United States with Afro-
American students aged from three to four years with below average
cognitive abilities. It found that motivation or effort had a bigger influence
on academic achievement than student cognitive ability (measured by an
intelligence test). 

This close relationship between cognitive and non-cognitive skills has
led to both having been recognized in the literature as key determinants
of academic achievement and of the personal and professional prospects
of students (Heckman, Stixrud and Urzua, 2006; Levin, 2012). However,
the influence of non-cognitive skills on curricular achievement has been
dealt with from different viewpoints. Some authors have focused on the
influence of non-cognitive skills confined to performance in curricular
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(2) See Heckman and Kautz (2013) for a review of the most noteworthy experiments.



tests (Blanden, Gregg and Macmillan, 2007; Balart and Cabrales, 2014),
revealing the impact of non-cognitive factors, like motivation and the
effort put into test performance by the student, on outcomes. Other
experts highlight the importance of these skills as predictors (and causes)
of success in life beyond what such exams can reflect. Therefore, this type
of tests are not completely valid either as a strict measure of cognitive
skills (as they also capture the impact of non-cognitive skills) or as global
indicators of educational achievement (Heckman and Kautz, 2012)3.

Despite evidence reported in the literature, the relation between the
many attributes making up the set of non-cognitive competences and
academic outcomes is still very ambiguous because of the many concepts
that may be taken into account. In the field of personality psychology,
non-cognitive skills have been grouped for the purposes of definition and
measurement in what is the quite widely accepted Big Five categorization
(Costa and McCrae, 1992). Of the five factors covered by the above
taxonomy, the tendency to be perseverant, responsible and hardworking,
embodied by the term conscientiousness has turned out to be the most
predictive factor for educational outcomes4 (Heckman and Kautz, 2012).
This is not surprising, as, apart from student behaviour in the classroom
(study habits, attitude to effort, prosocial behaviour) directly related to
this factor, educational achievement requires hard work and perseverance.
If we break this factor down, aspects like effort, motivation or
responsibility are directly related to the learning of problem-solving
strategies, which has a direct impact on better educational achievement.
In the same respect, Duckworth and Seligman (2005) show that
responsibility and self-discipline are a superb predictor of academic
outcomes, whereas Duckworth, Peterson, Matthews and Kelly (2007)
report a similar finding for motivation and perseverance.

Exploring this breakdown further, two of the most cited aspects with
respect to their influence on curricular results are motivation and effort.
Despite having been considered in two senses in the literature (broadly
speaking, as the desire to perform a task correctly or, strictly speaking,
as the desire to succeed academically), motivation is directly related to
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(3) Since some non-cognitive skills, like sociability and empathy, do not directly affect curricular outcomes,
but do affect job and social prospects.

(4) It was just as good a predictor as intelligence tests with respect to the number of years of schooling
(Almlund et al., 2011).



educational achievement in both senses (Marchand and Skinner, 2007).
The distinction between intrinsic and extrinsic motivation may be more
significant for these purposes (Eccles, Wigfield and Shiefele, 1998).
Intrinsic motivation refers to the inherent pleasure of carrying out a task
correctly, whereas extrinsic motivation is based on external incentives,
such as rewards or social pressure. As regards their effect5 on the
curricular outcome, experts have shown that intrinsic motivation has a
more positive and long-lasting influence than extrinsic motivation
(McInerney and Ali, 2006). 

As regards the concept of effort, educational research has covered a
wide range of behaviours, and there is no generally accepted model to
be found in the literature. Within this spectrum, the usual thing has been
to focus on student effort defined as “behaviour that exhibits dynamism,
enthusiasm and positive feelings as part of the interaction of the
individual with academic activities” (Kindermann, 2007). This meaning
would include both procedural effort, i.e., the work done to complete a
task, and substantive effort, i.e., an active attitude to learning that goes
beyond the ordinary performance requirements for completing an
academic task6. 

With regard to the notion of responsibility, it refers, educationally
speaking, to a range of student social behaviours related to autonomy
and self-learning ability (self-assessment tasks, revision of educational
strategies used, time management, etc.), as well as to other minor issues,
such as time spent on homework or appropriate classroom attitude. For
example, the literature suggests that responsibility with regard to
homework is very significantly related to educational outcomes (Ramdass
and Zimmerman, 2011). Additionally, a sizeable number of the
recommended educational practices for improving the classroom
environment and teacher-student interaction involve inculcating students
with higher levels of responsibility in order to facilitate a truly
collaborative learning process (Gordon, 2010).
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(5) Most studies are based on questionnaires administered to students to build a variable that rates their level
of motivation (Rosen et al., 2010). To do this, it is usually based on their level of agreement/disagreement
with statements like “One important reason for doing my school work is that I learn new things” or “I
work hard because I like to learn new things”.

(6) Surveys of both teachers and students, including questions about whether it plays a more or less active
role in learning or whether they put more time or work into tasks that they personally find harder, have
been used to rate effort in the literature (Agbuga and Xiang, 2008).



Finally, of the four items related to non-cognitive skills that are
employed in this study, critical thinking is the one that has received least
attention in the educational literature, despite the fact that it was
considered as long as a century ago to be one of the key educational
goals by scholars like Dewey (1910). Strictly speaking, critical thinking
was defined in psychology as “the ability to form a considered opinion
about what to do or what to think” (Facione, 1990). Generally speaking,
critically thinking students have all or most of the following characteristics
(Popil, 2011): they are open to new ideas, flexible, ready to change,
innovative, creative, assertive, perseverant, dynamic, daring, informed,
observant, and intuitive. All these traits are associated with beneficial
effects on educational achievement. As a result, the literature has
recommended active strategies to encourage critical thinking by students
because of its positive effects on their cognitive outcomes (Youngblood
and Beitz, 2001). Indeed, some authors attribute underperformance in
higher education to a failure to encourage critical analysis at school
during adolescence (Mendelman, 2007).

Data and variables

To make up for the shortage of objective data on aspects related to
personality and student behaviour, we had to design and conduct a
special-purpose survey. This survey was used to gather information on
the non-cognitive skills of the evaluated students and their academic
record, as well as different aspects that may be considered as potential
determinants of both.

The surveyed population was composed of all fourth-year lower
secondary education students enrolled at both public and private
government-dependent schools in the region of Asturias for the 2010/11
academic year. To assure the utmost rigour of the enacted procedure, a
professional company operating in the sector was engaged to carry out
the field work. Interviewers received training beforehand from the
authors of the study. Additionally, the survey was administered during
teaching hours at either the start or the end of any of the classes
scheduled for the day with a view to gathering as many responses as
possible. The census of the population to be surveyed was composed of
7,072 students from 136 schools, of which 80 were public schools (4,676
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students) and 56 private government-dependent schools (2,396 students).
The response ratio was very high (78.9% of the potential census) and
similar at both public schools (76.10%) and private government-
dependent schools (84.30%). The final database after processing the
questionnaires was composed of 5,493 students. 

Domain experts advised on the design of the questionnaire completed
by all the students in order to guarantee that the included items tied in
with the non-cognitive skills dimension that we aimed to evaluate. These
questionnaires included items related to the personality dimension known
in the literature as conscientiousness, signifying the feeling of
responsibility, motivation, effort and critical thinking. Specifically, two
questions were added for each of these concepts with four possible
behavioural options in such a manner as one could be unquestionably
classed as the best option for each concept. Based on this information,
we designed an additive outcome index (NOCOG) derived from assigning
a value of one to each of the questions that the student answered
correctly. The tests carried out to check the consistency of this index
returned satisfactory results7. 

As a measure of the cognitive output based on the academic outcome
of the students (COG), we used the average grade attained in the previous
academic year, building a four-category variable8.

The selected explanatory variables are related to the characteristics of
the students and their family background that are usually considered in
studies on the educational production function, like gender, immigrant
status, family structure and number of siblings, educational level and
occupation of parents, family income or household possessions (books,
computers, etc.). Likewise, we have knowledge of students’ study habits,
relationships with friends and parents’ engagement in the learning
process. We also have access to information which we can use to build
variables that are uncommon in this type of studies such as parents’ age,
religious beliefs or leisure pursuits. Table I defines the explanatory
variables mentioned above, and Table II shows the main descriptive
statistics. As all the variables are dichotomous, the measures can be
interpreted as proportions.
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(7) The value of Cronbach’s alpha was 0.70 and the correlations between the items and the aggregate index
were statistically significant at a confidence level of 99%.

(8) This measure is used as an approximation of the cognitive output because there is no standardized measure
of knowledge at this educational level in Spain (the only source of information is from the diagnostic tests
conducted in the second year of lower secondary education).



Table I. Definition of explanatory variables
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Table II. Descriptive statistics
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Methodology

The aim of this paper is to identify the determinants of educational
output, approximated by means of two measures that are presumed to
be correlated with each other. To do this, we need to apply some sort of
econometric technique to simultaneously estimate the determinant factors
of both dependent variables on academic performance, taking into
account the potential endogeneity of non-cognitive skills, as both
variables may be similarly affected by the same non-observable factors.

We have to estimate an ordered probit model because the
configuration of the two dependent variables considered in this research
is discrete (they have more than two categories). Models with a limited
number of dependent variables and endogenous regressors pose certain
challenges that require the application of more complex methods
(Angrist, 2001). On this ground, we estimated a bivariate ordered probit
model with an endogenous variable (Greene and Hensher, 2010)
computed using Stata as proposed by Sajaia (2008). To be precise, we
estimated a bivariate ordered probit with fixed effects to assure that the
possible effect of non-cognitive skills on academic achievement is equal
for all the individuals in the sample. The model specification is
represented by the system of equations (1)-(2):

(1)
(2)

where the influence of non-cognitive skills on academic outcomes is given
by a, the explanatory variables of each of the dependent variable are
included in vectors c ’1i and c ’2i, respectively, and the error terms e1i and e2i
are assumed to be correlated according to a bivariate normal distribution
(Equation 3):

(3)

Both dependent variables, NOCOGi and COGi, are ordered categorical
variables built based on latent continuous variables, and, respectively.
Thus, the variable measuring non-cognitive skills, NOCOGi, classifies
students into five categories based on their responses to the different
survey items as shown in Equation 4:
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(4)

On the other hand, the variable measuring student academic
performance, COGi, is ordered based on the average grade attained in
the previous academic year as outlined in Equation 5:

(5)

As many of the control variables are correlated with each other, we
have to take care to select only the ones that have the biggest influence
on the two analysed outputs. To do this, we conducted a preliminary
exploratory analysis where we applied Bayesian model averaging (BMA)
to estimate the effect of each prospective variable on the dependent
variable, taking into account all possible models and the uncertainty with
respect to the model estimates (Moral-Benito, 2013). 

Essentially, this technique involves estimating a weighted mean of
estimates of all the models resulting from the possible combinations of
all available explanatory variables (
.. According to the parameters of the Bayesian analysis, the weighting
assigned to each model depends on the actual data and the a priori
probability of each model set by the researcher. Based on this probability,
we can compute the a posteriori probability of the model i, that is, a
measure of goodness of fit from a Bayesian viewpoint. Once we have the
a posteriori probability of each model, we can calculate the a posteriori
inclusion probability (PIP) of each variable, that is, the probability that
the coefficient accompanying the variable is not zero. This probability,
which can be construed as a measure of the variable’s importance in the
model, is calculated as the sum of the probabilities of all the models
including the variable in question (Equation 6): 

(6)
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The variables with the highest PIP values will be the ones that best
explain the variability of the dependent variable and can, therefore, be
considered as the most robust explanatory variables. The criterion
established by Kass and Raftery (1995) is usually used in order to facilitate
the interpretation of this indicator. According to this criterion, the
influence of a variable is decisive if the value of the PIP is greater than
0.99, strong if it is from 0.95 to 0.99, positive if it is from 0.75 to 0.95 or
weak if it is from 0.5 to 0.75. For values under 0.5, the variable is
considered to have no impact whatsoever.

We chose to use the well-known Markov Chain Monte Carlo Model
Composition (MCMC), developed by Madigan, York and Allard (1995), to
implement BMA in practice. This method can reduce the computational
workload when there are a high number of explanatory variables and a
priori probabilities are fixed according the criterion established by Eicher,
Papageorgiou and Raftery (2011)9.

Having identified the factors that most influence each dependent
variable, we estimate the bivariate probit model using the maximum
likelihood method. Assuming that all the observations are independent,
the log-likelihood function for the total sample would be:

(7)

Although the system of equations (1)-(2) is not linear, constraints are
introduced in order to improve the identificative properties of the model
to assure that the vectors c ’1i and c ’2 do not contain the same variables. 

Results

First, Table III shows the results of applying the BMA method considering
all the potential explanatory variables and the two dependent variables.
The two models were estimated using the BMS package, implemented in
R (Feldkircher and Zeugner, 2009). According to Kass and Raftery’s
selection criteria (1995), our probit model included all the variables that
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have a significant impact on the dependent variables, that is, any with
PIP values over 0.75. 

The explanatory variables that turned out to have the biggest influence
in the case of the non-cognitive skills (NOCOG) include student-related
variables, like gender, whether they read for pleasure, whether they do
homework on a daily basis, whether they are regular social network or
videogame users or whether their friends get good grades. On the other
hand, other key indicators are related to the family environment like
parents’ age (father aged under 35 years or mother aged over 45 years),
whether they monitor their children’s homework, whether they know
their children’s friends and how they spend their spare time or whether
there are rules that have to be complied with at home. With regard to
cognitive outcomes (COG), some of the variables that have the biggest
impact are the same as for non-cognitive skills (gender, reading for
pleasure, regular social network and videogame user and friends that get
good grades, parents who check up on homework and know their
friends), but there are others like grade retention, time spent on
homework per week, educational level and mother’s job qualifications
and family income.

Table IV reports the result of the bivariate ordered probit model with
fixed effects, including the above control variables, plus the indicator
representing non-cognitive skills. 

First note the value of the statistic yielded by the likelihood ratio (LR)
test for independent equations, which shows that the null hypothesis of
independence is strongly rejected. This gives the reason for estimating a
bivariate model instead of a simple ordered probit model, which would
not take into account the endogeneity of non-cognitive skills and thus
generate biased results.
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Table III. Results of bayesian model for both dependent variables
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Table IV.  Estimation of the bivariate ordered probit model with fixed effects

(*** level of significance 1%; ** level of significance 5%)

With regard to the aim of this paper, we can state that non-cognitive
skills have a statistically significant and positive effect on academic
achievement, increasing the likelihood of students attaining better
outcomes. This finding is aligned with other empirical evidence available
on this question (Duckworth and Seligman, 2005).

However, we want to check whether the effect of non-cognitive skills
is also significant considering different genders or family settings. To do
this, we again estimate the above model dividing the total sample into
different subsets. The first division differentiates between boys and girls
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in order to check whether there are divergences as to the effects of the
non-cognitive component on the cognitive component between the two
sexes. Additionally, we also conducted a separate estimation for students
who are single children and students who have siblings, as we suspect
that upbringing, especially as regards questions related to responsibility,
effort and motivation may vary between the two groups. Similarly, we
estimated the model making a distinction between students that are part
of a large family (three or more children) and students who are not. Table
V reports the results, only illustrating the values for the variable of interest
as the control variables exhibit similar values in all specifications10. 

Table V. Estimation of the bivariate probit model by subsets

Table V above shows that, when differentiating by gender, non-
cognitive skills do have a positive and significant effect on cognitive skills
in the case of girls, whereas no statistically significant effect is found for
boys. This gender-related divergence is a new finding, as very few papers
have explored this differentiation with respect to the link between the
two dimensions of educational output. In this regard, DiPrete and
Jennings (2012) point out that girls are significantly better than boys at
learning non-cognitive skills as of the early stages of education. This
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largely accounts for their better academic outcomes (Buchmann and
DiPrete, 2006). 

Focusing on the number of siblings, we found that non-cognitive skills
do have a statistically significant influence on cognitive skills only if
students are single children or are not members of a large family, where
the effect is similar in both cases.

Conclusions

This paper provides empirical evidence about the statistically
significant and positive relation that there is between the non-cognitive
dimension of educational output and the academic performance of
secondary school students. This result is aligned with the previous
literature on this question, developed primarily in the United States,
according to which more motivated young people with a greater sense
of responsibility and ability to work hard are more likely to learn and
benefit from the educational process. Despite this being a rather obvious
relation, there is hardly any evidence in this country, except for research
by Krüger, Formichella and Lekuona (2015) and Méndez, Zamarro, García
and Hitt (2015), because it is difficult to gather information in this regard.
In this respect, most of the value added of this research is down to the
design of a special-purpose questionnaire which gave access to a large
volume of information regarding non-cognitive issues.

A much more remarkable result is that the relationship between both
dimensions of the output for the sample does not hold when considering
different subgroups of students. Specifically, we found that the
relationship between the two dimensions is not significant for only male
students. Neither is this relationship to be found among students from
large families. In both cases, it would be necessary to more thoroughly
explore the psychological and sociological reasons why these two factors
are not linked. This is beyond the scope of this paper.

Besides these results, the empirical work highlights that there are
notable differences when identifying the key determinant factors of one
of the two dimensions of educational output considered. In this respect,
note that the variables related to student socioeconomic background
appear to play a very minor role with respect to the non-cognitive
dimension compared with their huge importance as predictors of
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academic performance. Interestingly, parents’ maturity level approximated
by age has a major impact on the non-cognitive component, whereas this
factor does not appear to influence the cognitive dimension at all.

Finally, we must conclude by saying that the results should be
interpreted with caution, as they were sourced from a database for a
single academic year and for a single region of Spain. To get more robust
results that could be extrapolated to the entire population, it would be
necessary to gather more information on the development of non-
cognitive aspects throughout the different stages of the education system.
This is an increasingly more widespread concern internationally, as
attested to by the fact that they are now being considered for inclusion
in international tests like the well-known PISA report.
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Abstract
This paper outlines the efficiency of using digital media to teach historical

literacy. 
The shift in teaching history in recent years has been slow and limited.

Textbooks and teachers’ lesson planning have gradually incorporated history-
related procedural activities, but memorisation is still the cornerstone of
teaching-learning. 

However, the skills-based learning approach is gaining more and more
prominence. The teaching of historical literacy already boasts extensive scientific
literature and research into the subject is experiencing an upward trend.
Meanwhile, the digital world is a reality in our society and its integration into
teaching is a cutting-edge approach. 

Historical literacy - or «thinking historically» - can be broken down into the
skills of historically explaining events of the past and present, using historical
evidence and comprehending the logic of historical literacy by understanding the
causal explanation, the empathy-based explanation and the comprehension of
what historical time, change and continuity are (Dominguez, 2016).

With extensive digital documentation already available and the ease with
which it can be accessed, coupled with the variety of computer tools, the organic
integration of ICT and pedagogical work is an inescapable reality in all areas and
more specifically in the teaching of history.

The paper regularly refers to strategies which are already used in the
classroom for teaching history or other subjects; however, there is still some room
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until they are effectively integrated into history syllabuses at different educational
levels.

Keywords: historical literacy, teaching history, digital files, historical thinking,
primary sources, digital society.

Resumen
El presente artículo plantea la eficacia didáctica del trabajo a través de medios

digitales de la competencia histórica 
El cambio de dirección de la didáctica de la historia en los últimos años ha

sido parsimonioso y limitado. Libros de texto y programaciones de profesores
han ido incorporando actividades procedimentales relacionadas con la historia,
pero la memorización ha seguido siendo el eje entorno al que ha girado esa
enseñanza-aprendizaje. 

Sin embargo el enfoque de la enseñanza por competencias va cobrando cada
vez más protagonismo. La didáctica de la competencia histórica cuenta ya con
abundante literatura científica y poco a poco van adquiriendo más envergadura
las investigaciones sobre ella. Por otra parte el mundo digital es una realidad en
nuestra sociedad y su integración en la enseñanza es una línea de trabajo
pedagógica puntera. 

La competencia histórica -el “pensar históricamente”- se puede desglosar en
las competencias de explicar históricamente hechos del pasado y del presente,
utilizar las pruebas históricas y comprender la lógica del conocimiento histórico
mediante la comprensión de la explicación causal, la explicación por empatía y
la comprensión de lo que es tiempo histórico, cambio y continuidad (Domínguez,
2016).

La abundante documentación ya digitalizada y la facilidad con que puede
accederse a ella junto a la variedad existente de herramientas de trabajo
informáticas permiten que la integración orgánica de las TIC y el quehacer
pedagógico sea una realidad ineludible en todas las áreas y más en concreto en
la enseñanza de la historia.

A lo largo del artículo se alude a estrategias que se utilizan ya en el aula para
la enseñanza de la historia o de otras materias, sin embargo todavía falta dar el
paso para hacer una integración eficaz de las mismas en el currículo de historia
para los distintos niveles educativos.

Palabras clave: competencia histórica, didáctica de la historia, archivos
digitales, pensamiento histórico, fuentes primarias, sociedad digital.
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Introduction: an emerging form of teaching

History has been a core subject in syllabuses since the beginning of
formal education. The reason for this could perhaps be summed up by
the well-known quote from Cicero: «History is truly the witness of times
past, the light of truth, the life of memory, the teacher of life, the
messenger of antiquity; whose voice, but the orator’s, can entrust her to
immortality?» (Cicero 2002, 218).

Only the first part of the quote is usually cited. In fact, everyone from
great thinkers and historians to teachers themselves argue that the
importance of history stems from an ambition to understand what
mankind is. But in practice history has been scaled down, in lines with
Cicero, to the orator’s task; the narration of what has happened. To such
an extent that both the function of history and its teaching have become
a more or less effective transmission of the account. And that is how it
has remained throughout the centuries. 

Today, the validity of these ideas can be seen in the scarcity of
procedural - and skills-based - content in the teaching of history. It is first
noted in the approaches of many textbooks (Gómez and Miralles, 2015;
Saiz, 2013a; Gómez, 2014) insofar as a recent study concluded that
textbooks barely contribute to achieving a historical and updated
understanding of the social and economic operation of societies (Travé,
Steppe and Delval, 2015), with these findings being supported by several
recent studies on student evaluation (Miralles, Gómez and Monteagudo,
2012; Gómez and Miralles, 2013). 

The result is that the image which students have of history is reduced
to a set of closed areas of knowledge - concepts, tales, dates, etc. (Barton,
2010) - to be memorised in order to be reproduced later in tests, which
in no case refer to the skills of historical thinking (Trigueros, Molina and
Puche, 2015). 

Knowing history is not that; for some years now, various history
teaching experts from around the world have been investing their efforts
into re-focussing the teaching of the subject towards what has been called
«historical thinking», or historical literacy (Dominguez, 2015). 

Meanwhile, digital technology advances in recent years have made it
possible to be just one click away from more and more documents and
files which until a few years ago required the physical presence of the
researcher at their place of safekeeping. For the history teacher this is an
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opportunity to teach widely varied content, which will also adapt
perfectly to the learning style of students today.

The main drawback of this is the abundance and diversity of digital
materials online, which will make it necessary to lay down criteria,
yardsticks and ideas (learning strategies and methodologies) which mean
that these resources can be profited and students’ learning experiences
enriched.

We are beginning to head down a path which - for it to render
educational benefits - will require not only large doses of creativity from
teachers, but also a workload of reflection and planning to organise the
possibilities offered. 

Teaching history and teaching historical literacy in the digital society

Skills-based approaches and methodologies can somehow contribute to
this change in the presence of history in society and its teaching. The
knowledge society requires changes that exceed the curricular offerings
based on encyclopaedic and academic knowledge centred on knowledge
transfer. Until recently, the educational use of the digital reality has
focussed mainly on its use as a complementary resource, for example to
illustrate ideas or explanations, in classes, rather than as a means for
students to develop their skills, procedures, attitudes and perhaps, above
all, their literacy. However, work has already begun on this new
perspective, but much remains to be done.

The design of new strategies and means for learning history has
gained momentum in recent years. Proposals aimed at understanding
historical events or periods, such as stage performances or interviews
with «historical figures», or others focussing on the comparison of facts
or the determination of causes and consequences, help students better
understand history, but there is still further work to do on the acquisition
of historical literacy. A serious reflection on the purpose of teaching
history points beyond this, even towards the need for students to learn
how to simulate the historian’s work and thus familiarise themselves with
formulating hypotheses, to learn how to classify and analyse historical
sources, to know how to discern true causality and to embark upon
historical explanation (Prats and Santacana, 2011a; Prieto, Gómez and
Miralles, 2012; Gómez, Ortuño and Molina, 2014). 
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First- and second-tier concepts

It is imperative that students have a solid historical cognition model that
is based on the use of organisational concepts (first-tier concepts) related
to the historical processes that have evolved over time, and to the very
meanings of certain specific terms typical of the semantic field of history,
such as «king», «constitution», «the establishment», «feudalism», etc., which
can only be properly used in a specific temporal and spatial framework
(Arteaga and Camargo, 2013). 

As they are conceptual constructs developed by historians, they will
be difficult for primary and secondary students to understand, hence the
key role of the teacher in conveying them. 

This can be supported, aside from explanations, by some of the
strategies outlined above, which can be developed by means of a wide
range of applications that will help the teacher with various tasks:
creating timelines; viewing historical films; watching interviews with
witnesses of an important event or documentaries about important events
or characters from history or their own lives; going on virtual visits to
places or monuments, etc. All of this is accessible on the Internet, video
channels, institutional websites or educational platforms. 

Another useful tool along these lines is the use of the «flipped
classroom» methodology, which is not an attractive way of presenting
content to students and motivating them, but is a way of helping them to
better understand and master said content (FLN, 2014).

Second-tier concepts can be characterised as notions which provide
an insight into history as a form of specific knowledge (Lee and Ashby,
2000), including historical time, space and time, processes and actors,
change and permanence, causality, evidence, relevance and empathy.
These are the concepts typical of historical literacy or «thinking
historically».

Historical literacy

The development of historical literacy has to do mainly with the teaching
of second-tier concepts, which focus history teaching on the teaching of
a scientific discipline. Such an approach is still emerging in Spain, even
though it has been well developed over the past few decades in countries
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such as Canada, the US and Great Britain (Lee, Dickinson and Ashby,
1998; Wineburg, 2001, Seixas, Morton, Colyer and Fornazzari, 2013). 

The work of different specialists has adopted different directions, but
it can be said that all agree on which skills students should acquire in
order to «think historically». Dominguez (2016) made a well-judged
summary of three skills which he considers are historical as such: 

n Historically explaining events of the past and present.
n Using historical evidence.
n Understanding the logic of historical literacy which would cover an

understanding of:
–  Causal explanation.
–  Contextualised or empathy-based explanation.
–  Historical time, change and continuity.

From paper to digital

Teaching based on textbooks and pen-and-paper activities is slowly giving
way to methodologies with ICT materials. The versatility of new media is
evident when accessing web platforms built on these ideas and which
make materials on these issues available to any user: historicalthinking.ca;
historicalthinkingmatters.org; teachinghistory.org; nchs.ucla.edu;
thinkinghistory.co.uk.

In Spain, the EDIA project led by CeDeC (Pereira, 2016) is
incorporating educational proposals into its geography and history
resources that address some aspects of historical literacy, such as critically
searching for information, creating resources to simply and methodically
gather information and sources, developing content to present
information to classmates (concept maps, presentations, diagrams, etc.),
or developing activities of reflection, collection and evaluation with which
the schoolchildren review their learning collaboratively (Pereira, 2016).

Using historical evidence

Sources and historical evidence 

Working with primary sources makes it easier to relate historical thinking
to a methodological process. Besides overcoming the sensation of
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straitjacketing that textbooks often impose, this lets students discover
more recent history and establish relations with other realities; it
generates historical knowledge conceived as debatable knowledge; it
brings into play the concept of objectivity as opposed to the
historiographical manual or textbook; it gives an insight into what
happened in a «natural state», and it puts students in direct contact with
the past. It also paves the way for a rigorous evaluation methodology
(Dominguez, 2015).

Seixas et al. (2013) consider working with sources as one of the key
aspects of historical thinking; working with them entails analysing and
obtaining historical evidence from them, in other words, as Dominguez
(2015) says, «turning sources into evidence.» This is a major task that
requires setting many intellectual resources into motion, which makes it
true historical literacy, because it is a question of going further than
simply decoding textual or iconic information.

To encourage historical thinking through the use of primary sources,
Tribó (2005) and Navarro (2008) suggest focussing activities on research
projects. Using original documentation - primary sources - in the ordinary
teaching environment helps overcome the organisational structure of
textbooks, an aspect which Saiz (2014) believes is still disregarded in
current textbooks, while also giving an insight into more recent history
and creating generalisations and relations with other realities and other
temporalities (Pagès and Santisteban, 2010). An effective approach to the
treatment of primary sources in the classroom may be to propose a
research problem limited to a few sources and readings which allow
students to resolve them. Other strategies are textual comments, using
graphics to explain a particular situation, reflective readings of literary
works by relating them to their social environment, debates, simulation
games, case studies or historical problem solving. 

A reference of how these intellectual skills can be combined is the
experience carried out by the Stanford History Education Group in its
project «Reading Like a Historian» (Reisman, 2012), which aims to engage
teenage schoolchildren in historical thinking by reading primary
documents modified to suit their age. Each lesson revolves around a core
historical question and has different sets of documents with suggested
exercises. Students investigate historical questions by employing various
reading strategies to evaluate the perspective and trustworthiness of said
documents to later use them as historical evidence.
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Another effective approach for working with sources is the
development of WebQuests (Martin, 2004) that depict the basics of
working with sources. An example that focusses on local history is the
WebQuest «Rebuilding the Past» by Fuentes (2015), which works directly
with sources and deductions, as well as other skills of historical thinking.
Another similar activity is the one proposed by the National Historical
Archive about the War of Independence: «The War of Independence
through the Collections of the National Historical Archive».

Alternatives to these approaches -already specific and focussed on
clear and varied objectives- are sequences of activities that can be even
shorter and more concentrated than the ones above.

Working in archives: locating sources in a sea of information

Prats and Santacana (2011) propose locating, analysing, classifying and
inferring implicit information as basic tasks of «working with sources».
This is a task plan very similar to that proposed by Gervereau (2004).

These are very effective proposals, but the major digitisation efforts
performed by virtually all cultural institutions in any field - from ministries
of different countries to municipal corporations, smaller-scale cultural
associations and even some individuals, through to the archives of some
newspapers - makes it challenging to search for sources on specific facts.

In addition, the sources that can be accessed today online are factual,
journalistic, photographic or audiovisual. Each type of source requires a
different historiographical treatment, but they do share some common
features that allow similar search strategies to be used.

What to search for and how: semantic fields and thesauri

Logically, the search will focus on a specific subject. The clearer the subject
is, the more effective the result, hence the search in question should be
clearly predetermined. On an educational level, the teacher will usually set
the framework based on the general subject and the first-tier concepts being
worked on in the classroom; in any case, it will be possible to give a more
local history focus that is closer to the students. Monereo and Fuentes (2005)
suggest the following strategy for Internet searches: 
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«... from the clear and precise definition of the goals of the search
(what I want and why); the choice and restriction of the most suitable
search parameters (how and where do I look for it); a critical analysis
based on the search results (what I have found); localised content (new
and useful information: adjusting to the subject in question, content
quality, reliability and accuracy of the information); the processing and
optimal storage of the information found; and the use, presentation
and communication of the information found». (p. 41) 

Most institutions that have digitised their collections have done so
according to current criteria for data availability in big data, linked data
and semantic web systems. This metadata is expressed in OAV (Object-
Attribute-Value) «triplets». For example, if we want to locate the manifesto
with which Primo de Rivera began his dictatorship, the associated triplet
could be: «Primo de Rivera (O) manifesto (A) 1923 (V)». This would mean
that the data entered on the Internet would be linked. Although this system
is still being implemented, many files and platforms have already adopted
it and searches can be done on them by following these criteria, so students
should be trained how to use the search engines of such platforms. 

The «triplet» to be searched must be very clear: object, attribute and
value. Therefore, help can come from the development of semantic fields
related to the subject being investigated by taking thesauri developed by
archivists as a starting point to carry out the task.

Cassany (2012b), in line with several specialists, although referring to
more general subjects than history, suggests that an effective Internet
search would begin by «formulating objectives», i.e. based on the topic
being investigated -both the event and the period and the corresponding
semantic field- and «translating» them to the search parameters typical of
the thesauri or search languages ??used. And then it would involve
«choosing keywords», considering that the difficulty -in this case– lies in
not knowing the precise terms in which the knowledge has been indexed.

Analysing and classifying: «curating content» 

The difficulty of searching for and locating sources also has the
complication of their analysis and evaluation to discern from which
perspective they are made, whether they are reliable or their level of
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distortion from the facts and, therefore, being able to interpret them
properly and make reasonable and consistent inferences.

Although the concept of curating content is recent and was
implemented in the field of marketing in order to filter content through
a systematic process that would save time and facilitate decision-making
processes, in our case it would aim to search for and locate reliable
sources of information, filter them and disseminate them. Benito et al
(2013) propose a good example that can be targeted for use in the field
of social sciences.

There are many web tools that allow users to find, group together,
organise and share online the best and most relevant content on a subject,
for example learni.st, paper.li, storify.com and scoop.it 

An additional problem; the accuracy of documents

Another challenge for the historian is certifying that not only is the
document authentic –an aspect that requires their own criteria of
authentication– but also accurate. Authenticity is related to whether the
author of the document is who is said to have created it, so one should
check whether there has been any manipulation of the document during
its creation or at a later date. In the case of photos or film reportage, it is
easier to check whether the photo was taken where and when it is said
to have been taken and by the person who is said to have taken it, and
whether the image appears as claimed. An example of the manipulation
of historical photos was the case of the Soviet regime, as studied by
Jaubert (1986) with the revealing title «Le Commissariat aux archives: Les
photos qui l’histoire falsifient».

When it comes to written documentation, the procedure requires more
expertise. To gauge the authenticity of the document in these cases, not
only can students use authorship criteria but also counterfactual
judgements or critical analysis of the strict content of the document. 

Critical analysis: sources and evidence

The next step is to «make the sources talk» (Dominguez, 2015). The
historian’s job is not limited to merely «dusting off» documents to make
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them available to the reader. It goes far beyond that. What sources say is
not necessarily what happened, or everything that happened; the
historian must assess the perspective and positioning of the testimony of
the event being narrated. Sources must be questioned to discover
something reasonably true about what happened without simply
accepting the information and conclusions as events that really happened
(Wineburg, 2001). This task can be performed through questions such as:
Why did the author write this document? To back up an opinion? To
attack the opposing stance? Does a certain expression suggest that the
author was a direct witness of the facts, or did someone inform them? 

For young students -primary, secondary and pre-university- it is easier
to perform that task with iconic sources, such as painting or photography,
because there are no statements or descriptions beyond what appears in
the photo or picture. Useful for guiding schoolchildren in this
«questioning» of graphic sources are observation guidelines or certain
activities suggested by virtual museums for the analysis of works, as are
those proposed by Gervereau (2004) but adapted to their level.

Meanwhile, secondary sources -the press, historical literature- give
students a basic understanding of the historical context, and can also be
used to present two or more versions of the facts for students to compare
and evaluate while using primary sources as a reference. 

Interpreting: making sources talk

Cassany (2012a) offers ten keys, or ten prompt questions, in order to
interpret a reading. Although he generally refers to reading literacy, we
think that they can also be guidelines for the interpretation of historical
sources, both written and iconic: Who is the author? Where and when
was it published? What type of text is it? What is the aim? What kind of
information does it provide? What information is highlighted and
downplayed? What can be understood from it? Who is and is not quoted?
Which words are used in the text? What is your opinion?

Moreover, we should bear in mind that documents have different
origins (they were created for different reasons) in different circumstances
and using different media. In other words, it is essential to «filter» the
document to extract the true «historical information» which it can provide.
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Variety of sources, variety of teaching approaches

A determining factor impossible to ignore in the teaching approach in
question is the existence of a variety of historical sources that require
different methodologies. Sources made available worldwide on the
Internet which are changing the way of making history in recent times
and which can also change the way the way of teaching history. This is a
valuable reality that will bring an end to obsolete teaching approaches
and encourage variety in classroom work. The Internet provides direct
access to monuments, to museums that show their collections through
photos, portrayals, documents, etc., to objects from the past, to
iconographic sources or to remains of heritage; photography is an
untapped historical -and educational- source, as is the digital press. 

Photography, an untapped historical source

Consideration has been given to the use of photography - and images,
by extension - as a historical source for some time now: the Annales
School made some proposals and, later, Haskell (1994) and Burke (2001)
also explored the subject. Some years ago in Spain, this resulted in a
monograph of the journal Ayer (Diaz Barrado, 1996), but since then few
have crossed the threshold of epistemological discussion about the
validity of photography as a source.

These essays underline the authors’ interest in relying on photography
and visual sources as foundations of historical discourse (Diaz Barrado,
2012). In fact, until recently historical photography -and in general visual
portrayals, engravings, paintings, etc.- were used as a complementary
support -illustrations- of historical explanations, thus wasting a first-tier
historical source which provides historical information that only
photography can provide, as Lanzardo (1991) states: «where one still has
no confirmation to actual hypotheses […]; or where images act as an
information tool to counter unconvincing theories based on written
documents« (P. 26).

Historical images, which have gone from being printed to taking their
place on the Internet, use photography as a storytelling tool, and as
Fanelli (2000) states, “This feature is not separated from the use of
photography as a source” (p. 18). 
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There are many digital photo archives and access to them is very
simple; everything from war archives to municipal, institutional or
association-based archives can be consulted using easy-to-use forms with
searches by dates, places, people and institutions. 

The analysis as such of photos, in addition to their authentication and
categorisation, would entail the objective and specific analysis of content:
portrait, landscape, nature, activity, date and/or historical context of their
realisation, as well as other details. Therefore, working with historical
photography and other sources, as defined by Wineburg (2001), engages
the skills typical of a historian: contextualising sources, critically analysing
them and cross-checking them with other sources. In short, it is a
question of interpreting photos, «making them talk», reflecting on the past
and learning to think historically (Dominguez, 2015).

Museums

Museums have also endeavoured to take a place on the Internet, not only
to publicise their collections and facilitate visits, but also to provide access
to their collections with high-quality digital reproductions and even to
give the chance to go on virtual tours. Quite a few of these collections
can be treated as historical sources with which schoolchildren can work.
It should also be remembered, as Valls (2001) points out, that an
appropriate use may not have been made of textbooks, because as well
as considering painting as a mere complement of content, they sometimes
include portrayals considered as primary sources alongside others which
are later reinterpretations of the events, thus testing the interpretative
principles of students.

In view of the analyses of Fasulo, Girardet and Pontecorvo (1998a,
1998b) on how young schoolchildren approach images, it is possible to
establish a certain methodology to help them think actively about what
they have in front of them: contextualising the painting in its spatial and
temporal framework; evaluating the reliability of the source by cross-
checking it with others of different nature; considering the possibility of
manipulation through gaps, errors or contradictions; and discovering
findings in this «source» to finally carry out appropriate interpretations
and compare them with the present day. 
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Working with students in virtual museums can range from the activities
mentioned in the preceding paragraph to the creation of itineraries that
allow them to discover the political, social and economic traits of the
represented characters or situations, as well as the analysis of historical
elements -figures, cities, events- appearing in the portrayal by comparing
with exhibitions of manuals and other primary or secondary sources
related to these characters or events. 

Digitised historical press

A particularly suggestive resource is the press (Redondo, 2009). The vast
majority of national and local historical press has now been digitised.
Accessibility thereto allows not only the general, comparative and
counterfactual study of general events or local events (the study of local
history is particularly interesting given the proximity to the everyday
reality of schoolchildren), but also the possibility to work with historical
skills such as the comprehension and conceptualisation of the fact under
investigation; the empathetic approach to the historical moment; the
comparison, synthesis and criticism of the reading -checking the
authenticity and reliability of the source; and its interpretation- turning it
into evidence. 

Easy access to newspapers from various backgrounds will allow for a
comparative analysis of the various reports on a particular fact - the
outbreak of war, a strike, election results, etc. They can also be used to
investigate a more specific and less well-known event.

Understanding the logic of historical literacy

The causal explanation of history 

The causal explanation of history is one of the main difficulties which
schoolchildren encounter, mainly because in history the effects are
usually the result of a multi-causality, and secondly because in history the
time interval between cause and effect is usually large and not apparent
at first sight (Hernández, 2002). 
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First we must help students to distinguish the causes of the effects,
then to establish the type of relationship between the causes and effects,
and finally to classify the causes in line with, for example, the proposal
of Chapman (2003): 

n According to their content or field: economic, political, cultural, etc.
n According to their duration in time: long, medium or short term.
n According to their specific role and importance: determining,

conditioning, triggering, etc.

These approaches allow students to build a foundation that will help
them to reflect on the complex explanation that any historical event
requires. They can later discover more by creating a hierarchy of causes
and outlining the links between events and consequences. Counterfactual
judgements can also be made (Dominguez, 2015) that allow them to
discern the inevitability of a cause. 

The Internet offers plenty of easy-to-find audiovisual material, such as
interviews, film footage, illustrations, etc., which illustrate and implement
a multi-causal analysis; another appropriate strategy is cooperative
concept mapping. In addition, strategy games and role plays are useful
for working on counterfactual judgements. 

Contextualised or empathy-based explanation.

Empathy allows us to propose the most legitimate meaning of a particular
action in a specific historical context. Lee and Shemilt (2011) consider it
is reached when, supported by sources, we reconstruct the beliefs and
values ??of our ancestors to make their actions and social practices
intelligible. Empathy is vital for schoolchildren to make sense of human
behaviour, to understand why practices that now seem absurd were
commonplace in the past and to reconstruct the reasons why something
occurred by evaluating the intentions and their vision of the situation.
Foster (2001) adds to these considerations certain ideas that do not
primarily involve the imagination, identification or affinity of feelings, and
which require students to examine their own perspectives to more
accurately gauge the past. 

Mora and Ortiz (2013) propose what they call «interactive openings»
and «empathetic shock»: historical re-enactments through replicas or
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portrayals of primary sources; «historical journalism»; dramatisation;
participation in ceremonies, etc., which involve conceptual, procedural
and attitudinal knowledge, as well as skills.

Video games, much more than entertainment

Apart from how motivational they may result for the new generations,
the historical, geographical and environmental precision and accuracy
with which they are created makes video games useful tools for working
on contextualisation, empathy or the cause-effect relationship between
other conceptualisations of historical thinking. 

Since the late 1980s, several research projects have been conducted to
discover the best way to «gamify» certain environments, including
education. Certain video games or sagas we could highlight are
«Civilization», «Age of Empires», «Assassin’s Creed» and «Europa
Universalis». Each has its own characteristics that provide the opportunity
to take on different educational strategies.

Historical time, change and continuity

Locating past events in time and relating them to their historical context;
understanding how and why they change quickly or slowly, or whether
they remain unchanged for a long time; and assessing whether the
changes have brought progress or regress, etc. are essential aspects of
historical thinking. Without them it is not possible to understand and
appreciate the role and relevance that the past has in the present and,
ultimately, how it also conditions our future. (Dominguez, 2015).

Change and the continuity of events can be approached from different
angles: content (what changes or what remains); explanation (which
causes and human actions triggered them or not); processes (how they
change: quickly, slowly, etc.); and evaluation and orientation (did the
change lead to progress or not? In which sense?).

Dipity and other timeline creation programs provide a definition and
interrelation between some events and others. Online programs that
create multimedia «walls» are also key tools, as they allow for
brainstorming sessions to help clarify, relate and prioritise various events
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relating to a historical event. These tasks can be performed on Padlet or
Blendspace.

We already mentioned the «Reading like a Historian» project (Reisman,
2012), which considers historical empathy as a way of engaging with
sources and historical thinking. 

Historically explaining events of the past and present

The historical narrative

The historical narrative aims to make sense of the facts investigated by
the historian, not one by one, but as a whole. 

The narrative task cannot be considered as complete solely by means
of the chronological account of events. It has more to do with the
selection of factors, actions, people, environments, circumstances, etc.
performed using the skills discussed in the previous sections. Then we
will have to assess them and outline the corresponding network as a
starting point to address the construction of the narrative (Saiz and López
Facal, 2015).

For the creation of an historical account, Mattozzi (2004) highlights
different aspects to be kept in mind: principally, «thematising» the
historical event to be narrated, which entails giving it a name, highlighting
what it aims to portray and registering it in a clearly-defined time and
place. According to Mattozzi (2004), thematisation can help «students
understand which subject they have to study, which meaning should be
conveyed, and what the thematic architecture is that will enable
understanding and construction» (p. 41). In second place is the
reconstruction work, which can be principally narrative or principally
descriptive, centred on the logic of the problems and their explanations
or on topics of study, etc. In any case, it should use the common model
of introduction, body and conclusion, including the context or contexts
in which it has taken place and evolved, as well as the aspects which we
believe can help understand the portrayal. The next step would problem-
posing and inference- or deduction-based explanations made on
undocumentable relationships.

Such a precise approach is easy to perform in specific tasks, not only
from a textual but also an audiovisual perspective. Simple approaches
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such as tag-based storytelling, documentaries based on photographs -
current and historical - and videos, etc. are easy to implement at a time
when there is sufficient digital technology within close reach (both
financially and technically) enabling the creation of these small-scale
audiovisual productions. Digital storytelling can be performed through
online applications - GoAnimate, SlideFlickr, DoInk, Storybird or Zimmer
Twins - which facilitate the technical side of storytelling while marking
out a formal strategy of the narrative. And the same can be done with
simple editing programs included in the main operating systems. Just a
phone camera and a basic editing program suffice for schoolchildren to
produce documentaries, «reproductions» of an historical moment or a
famous painting, or slightly quirky stories which can be videoed using
previously prepared files, photos or bullet points ultimately brought to
the screen. Another possibility is creating basic cartoons or simply
recording the students making a presentation or telling a story. Even
recording a video with a historical reason may be a motivating activity
for them. 

Conclusions 

History, the «teacher of life», is still far from securing its place in society
and in education systems. However, recent efforts to show what teaching
to think historically could entail may bear fruit if the educational system
applies them. Both curricular and textbook approaches are major
obstacles to this. Even so, various educational initiatives are appearing
on the scene which focus on the development of materials and resources,
showing that it is perfectly feasible to implement this approach.

It is essential to integrate skills-based teaching into the education
system; as of today, it is only a desire even though it has been included
in the latest educational laws. The evaluation and qualification system
established by these laws prevents the effective educational management
of skills-based teaching.

As for what we have called historical literacy or thinking historically,
its educational value lies not only in what it contributes to the teaching
of history, but also, as with all skills, the fostering of a certain style of
knowledge based on thought strategies which in themselves are useful
for the intellectual education of any person. 
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Skills-based teaching is still a novel approach, but its gradual
implementation in the coming years will make it necessary to research
the different ways in which it can be performed. The accessibility of
digital files and the plentiful information available make it a field in which
not only do the innovations of the skills-based approach come together,
but also the facilities offered for the harmonious integration of ICT into
educational affairs.
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Abstract
This paper presents the results of a study on the development of the

professional competence of students training to become primary education
teachers. This study is based on incorporating research on immaterial, invisible
or hidden heritage into education. The results are contrasted with those obtained
when applying the model in the primary classroom during teaching practice. The
objective of the study was to test whether heritage education can become an
effective tool in the initial stages of teacher training and in the development of
civic behaviour among primary school pupils. Our basis is a concept of heritage
which transcends the traditional historical-artistic dimension. We have
incorporated research on uncomfortable or conflictive aspects of heritage, such
as victims and places relating to the memory of the Spanish Civil War. Our
interpretative research followed a qualitative methodology, thereby making the
ethnographic method compatible with the case study. Attention was paid both to
the process followed in teacher training classes at university and its subsequent
application and development in the primary education classroom. Two types of
samples were selected for the study, both of which were incidental. The first
consisted of a group of 74 teacher training students. In the second, a case study
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was carried out analysing the results of two of those students who, during their
period of teaching practice, worked in collaboration with two groups of pupils
from the 4th and 5th years of primary education in a rural area. The trainee
teachers employed and developed a teaching and learning model incorporating
both the rational and emotional dimensions of heritage in order to construct
identities, which they then applied with success in the primary classroom.

Key words: Heritage education, primary education, teacher training, conflictive
heritage.

Resumen
Se presentan los resultados de un estudio sobre el desarrollo de competencias

profesionales de estudiantes de magisterio. Se ha basado en la incorporación de
la investigación sobre una dimensión del patrimonio inmaterial, como invisible
u ocultado. Se contrastan los resultados con los obtenidos al aplicar el modelo
en aulas de educación primaria durante la etapa de prácticas formativas. La
finalidad del estudio ha sido comprobar si la educación patrimonial puede ser
un instrumento eficaz para la formación inicial del profesorado y para el
desarrollo de competencias cívicas entre el alumnado de primaria. Se parte de
una concepción de patrimonio que trasciende la dimensión histórico-artística
tradicional. Se ha incorporado la indagación sobre patrimonios incómodos o en
conflicto como víctimas y lugares de memoria relacionados con la guerra civil
española. La investigación de tipo interpretativo, ha seguido una metodología
cualitativa que compatibiliza el método etnográfico con el estudio de caso. Se ha
atendido tanto al proceso seguido en las aulas universitarias de formación del
profesorado como a su aplicación y desarrollo posterior en aulas de educación
primaria. Se han seleccionado dos tipos de muestras, ambas incidentales: un
grupo voluntario de 74 estudiantes de magisterio, realizándose un estudio de
caso analizando los resultados de dos de esos alumnos que trabajaron
colaborativamente durante sus prácticas formativas, con dos grupos de escolares
de 4.º y 5.º curso de educación primaria en una localidad rural. Los maestros en
formación han asumido y desarrollado un modelo para la enseñanza y
aprendizaje que incorpora la dimensión racional y la emocional del patrimonio
para la construcción de identidades, aplicándolo con éxito en aulas de primaria.

Palabras clave: Educación patrimonial, enseñanza primaria, formación de
profesores, patrimonio conflictivo.
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Introduction

There is a social representation regarding what heritage is, which is
commonly associated to particular natural events or to historical-artistic
ensembles of monuments taken out of their context. In the normal course
of events, no rational or emotional identification is produced uncritically.
Understanding other types of heritage involves opening oneself up to
new realities, which may arouse emotions leading to reflection.

A more complex conception of heritage may have educational
relevance as it is the product of individual or collective adhesions via a
process of identification or the establishment of the feeling of belonging
to something (Fontal, 2004, 2011). Education creates a framework for
reflection, which leads to conscious and critical processes of identification
with heritage. Both material and immaterial elements are necessary to
confer an emotional dimension upon some things and to turn them into
a heritage resource (Prats & Santacana, 2009a and 2009b). However, they
must be integrated into a context, into the landscape of which they form
a part. This landscape must, in turn, be understood as a heritage resource,
enabling the construction of citizen conscience and social identities
(Busquet, 2010; Domínguez & López, 2014 and 2015a) and as a living
space (Benayas & López, 2010) in which different elements with the
potential to be considered as heritage resources can be worked with. This
includes those elements which may be considered uncomfortable or
undesirable (Prats, 1997 and 2005). Thus, the landscape may acquire a
civic dimension (Council of Europe, 2000).

This research proposes the incorporation of this way of contemplating
heritage into the education of trainee teachers in order to assess whether
it contributes towards developing and improving their professional
competence. The idea is that these skills may be improved by the
assumption of a critical and active conscience, implying the recognition
of the importance of investigating one’s surroundings in order to promote
processes to build inclusive social identities, leading to the development
of innovative practices related to heritage education. The examination of
the results obtained from the trainee teachers during their period of
teaching practice enabled us to analyse to what degree they managed to
improve their teaching skills. 
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Conflictive heritages: victims, places of suffering and memory 

Assuming heritage as a relationship between people and resources implies
an ethical, not technical, dimension. In order to recognize something as
heritage, social legitimization is needed, along with a discourse of identity
which is not exempt from ideological disputes (Estepa, Domínguez &
Cuenca, 1998; Prats & Hernández, 1999). There are uncomfortable heritages
(Prats, 2005) which can become conflictive. One such example is the
heritage generated in processes of identification with the victims of the
Civil War and the Francoist regime as a symbol of the recuperation of
historical memory for an active sector of the population. The education of
able teachers must include a critical perspective of the past and the
problems of the present (Domínguez & López, 2015b). In this regard, it is
appropriate to build knowledge based on the acquisition of social skills,
promoting reflection in contexts of investigation and advancing socially
and ethically integrating realities which bring conflict to light as a mediator
of more socially acceptable consensuses.

Cuesta (2014, 21) proposes a break from the routines of school culture
in order to invent more suitable scenarios, be they virtual or physical,
making public use of historical knowledge formed in the context of
school possible, using the reason for the suffering of the vanquished, and
their voices rescued from the past, as a rational and emotional method of
analysis. Thus contemplating a history based on memory, incorporating
the knowledge of those who fought for a fairer reality and integrating
the history of suffering compared to the banalization of the human
condition (Cuesta, 2014 y 2015). The victims of the 1936 coup d’état can
become part of heritage upon discovering and reflecting upon the
everyday landscapes associated with them or the sites dedicated to their
memory. Therefore, local sites can play a role in education, obtaining a
new meaning due to a form of historical knowledge which enables
processes of identification with everyday landscapes and their relocation
in collective memory (Domínguez & López 2014 and 2015a). In addition,
the use of memory contributes towards developing processes of
identification with hidden elements which are worthy of becoming
heritage resources in that heritage is nurtured by identity and memory.
These resources, whilst still remaining local, will also become localized
(Prats, 2005) due to the fact that interest in them reaches beyond the
community in which they are situated.
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We carried out research based on these hypotheses among
undergraduates studying to become primary school teachers (Teacher
Training Faculty, University of Santiago de Compostela, Lugo Campus)
throughout the 2015-2016 academic year. Our aim was to test the ability
of trainee teachers to assume a civic concept of heritage, to formulate
proposals in accordance with this concept and, as proof of their progress
in the acquisition of professional competence, to communicate this
perspective to primary school pupils, thereby demonstrating their ability
to transfer educational discourse to real teaching practice.

This general aim was refined into other, more specific, objectives: 

n The ability to investigate in the surrounding area and connect
research and innovation in professional practice, assuming the need
to investigate in order to gain knowledge.

n To develop social skills, to discover scenarios of the political
extermination carried out following the 1936 coup in the
surrounding area. To approach victims and their invisibility both
rationally and emotionally. To consider this as a relevant problem
for the primary classroom.

n To question social representations regarding heritage, to evaluate
the possibility of contemplating victims and sites associated with
them as collectively shared heritage resources.

n To develop the professional competence of teamwork, designing
and developing proposals for teaching.

n To apply the experience acquired in the university classroom in the
practice of primary education by way of projects promoting
processes of identification with heritage resources in the
surrounding area.

Methodology

We worked on the assumption that the responsibility of teacher trainers,
their attitude and their way of teaching acquire particular importance due
to the fact that they become a reference point for their students’
subsequent teaching practice. In order to promote a critical teaching
model, it is necessary to adopt critical procedures in the early stages of
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teacher training ( Johnston, 2006), such as resorting to research or
investigation in the surrounding area, teaching students to question
stereotypes and attracting students to a concept of heritage which
incorporates the memory of suffering and its application in everyday
landscapes.

This paper is based on the tradition of qualitative research (Flick, 2004)
and has taken interpretative research methods (Erikson, 1989) into
account. A holistic point of view has been adopted, integrating the
ethnographic method (Creswell, 1998; Denzin & Lincoln, 2005; Sandín,
2003) and incorporating case study research (Stake, 1994) for the part
concerning the primary classroom. The educational process was focused
on the classroom via the description and analysis of the processes.

The research was structured in two phases, each consisting of several
sessions. The first phase was carried out from September to December
2015 with an incidental sample of 74 students in the third year of their
degree in primary teaching. The second phase, a case study, was based
on a follow-up of two of the trainee teachers who had taken part in the
first phase and who had expressed an interest in working with social
sciences using a critical methodology. We have studied the activities and
the results they obtained in their teaching practice in a school in a rural
area of the province of Lugo (NW Spain) with pupils from the 4th and 5th

years of primary education from February to April 2016.
The principal methods of obtaining data generated in the first phase

were to ask the students to produce individual and group narratives and
to examine their final proposals for activities for primary pupils. The data
corresponding to the teaching practice of the two students include
recordings made with primary pupils, a notebook completed by the
pupils at home, observational diaries and a final report provided by both
trainee teachers. The data was then narrowed down in order to reduce
and relativize it in an attempt to make it easier to understand and
transform it to obtain results (Taylor & Bogdan, 1984; Rodríguez, Gil &
García, 1999; García Llamas, 2003). For this process, the decision was
taken not to establish categories for analysis prior to the research but,
once the production arising from the innovative context had been
analysed, to identify common elements leading to the acquisition of skills
on the part of the trainee teachers. 
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The first phase: initial training

First of all, an activity was used which had already been tested in previous
studies (Domínguez & López, 2015b). The students, organized into 17
small groups, went out of the classroom in order to discover what had
previously existed on a site now occupied by a modern hotel and if any
relevant events had occurred in that place (an old cemetery, executions,
a mass grave, remnants of memories and a hidden past). This task was
complemented by an urban route in search of both visible and invisible
remains perpetuating the memory of the dictatorship in nearby buildings
(Figure 1).

Back in the classroom, the students were provided with different
sources containing great emotional significance in the reconstruction of
a history based on memory, from a local to a global scale: historiographic
elements, a documentary, the www.nomesvoces.net database on victims
in Galicia, work on oral sources, military trials, death certificates and
written reports. These documents, along with the data gathered on the
field trips, enabled an initial process of data sharing based on dialogue
and shared reflection. 

The second phase of the process consisted of analysing the scarcity,
or complete lack, of attention paid to these topics in the compulsory
education system and debating the appropriateness of including the issue
of suffering on both sides, rather than the discourse inherited from the
dictatorship, thus putting perpetrators and victims on the same level
(Domínguez & Santiago, 2014). It was debated whether being aware of
barbarity avoids it being repeated and whether an empathetic and rational
form of education, which is committed to human rights, is needed.
Following a debate on the difficulties of including this topic in the
primary education system, a proposal originating from the coastal village
of O Pindo in the province of A Coruña was analysed. The local people
of this area are divided among those defending and those opposing a
unique granite landscape in the area being designated as a natural park.
In this area, the memory of the victims of the national conflict has been
rediscovered due to a finding (an engraved name) in a cave used as a
refuge for those fleeing persecution in 1936. The perception of this site
has, therefore, acquired a new heritage perspective as it now also includes
a history based on memory.
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In the final phase of the project, following an overview of significant
sites in the city of A Coruña and watching documentaries on violent
situations in more distant contexts (in Rwanda and among bonobos), the
students were asked to work together to design specific proposals for the
primary classroom, which were worked on and then presented in groups.

The second phase: teaching practice with primary pupils

Two trainee teachers who carried out their teaching practice in the same
rural school continued working on this model of cooperative work. They
researched the resources located in the local area and their attention was
drawn to a monument located some distance from the school built in
remembrance of a group of men and women killed in 1937. They decided
to design and carry out an activity which included this memorial, along
with other notable elements of the surrounding area (a medieval tower,
a sculpture of a deer and a fountain incorporating a group of sculptures). 

They began by showing pictures of these sites in class in order to
determine whether the children were aware of them, knew where they
were, knew their significance and whether they had an appreciation for
them. In the second session, the trainee teachers used a small dossier
they had produced themselves, supported by a computer presentation,
to show: images of the creation of a local agricultural trade union in the
first third of the 20th century; images of an execution by firing squad;
Castelao’s illustration A derradeira lección do mestre and a photo of a
teacher from the village, who was killed in 1936 and is remembered in
the monument; a montage containing a photograph of hippies and
another of prisoners of the Franco regime and another with queues of
people escaping from the Civil War and from the current situation in Syria.
The pupils were asked to work together in small groups to choose a word
to define each scene, which was then debated among the whole class.
They were also asked to complement the task individually, at home, by
writing down what it represented for them and the emotions which the
images provoked.

Then, the children went on a trip around the local area in order to put
processes of the history of the area into context, some of them related to
the images shown in class, particularly the memorial (Figure 2). Finally,
the children’s sense of identification with the monuments was assessed,
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along with their reasons, whether they would change anything and
whether they were interested in the memory of past suffering being
present in their area.

The data: from the method to commitment (the first phase)

Some significant data on the evaluation of the experience in the university
classroom was selected in order to assess the development of skills. The
most relevant elements identified were: the importance of a method based
on innovation; the use of documentary sources as a teaching resource to
combine rational and emotional aspects; empathy as a means of
commitment and critical capacitation. All of this led to reflections and
proposals for educational application in accordance with these
assessments.

As far as the working methodology is concerned:

Dealing with this topic made us think a lot and created a deep interest (Group
B: GB)
…it was a much more illustrative approach for the children than for us. (GE)
…in a different way to how it was presented in our education. (GI)

On working with sources: 

…we didn’t know anything about this…our teachers just taught from the text
book. (GN)
…we agreed on the importance of the oral sources…a better understanding
in a more direct way. (GD)
…we were able to appreciate the value of memory and we have been
encouraged to ask our elders…it’s never too late to understand the social
sciences from a critical perspective. (GF)

On empathetic and critical attitudes:

…it’s extremely sad to get to university without knowing anything about the
victims. (GE)
…We had never considered this fear and all that it has led to in today’s
society…it made us think and brought out a lot of emotions. (G.B)
…it’s really sad that it remains hidden…justified by the political stability of
the Transition. (G.H)
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…we learnt to see Lugo in a new light…We discovered its hidden memories…
which are not nearly as recognized as its glorious Roman past. (GN)

The evaluation of the group named GQ, which contained the students
who carried out the second phase of the project in the primary classroom
(identified as AC1 and AC2), is quite similar:

[The method]...revolutionary...it was completely constructive via guided
discovery.

[The use of sources] None of the resources we are used to using at school are
better able to communicate what these people told us through their tears.

[Empathy]...Both the memory of those who suffered directly and indirectly is
extremely important.

Anticipated difficulties regarding the inclusion of similar activities in
the primary classroom:

Fifty-nine students mentioned opposition among families, for reasons
of ideology, protectionism or productivity.

...they think that it is best to follow the textbook in order to finish it by the
end of the year (Student-female- 1: AM1)
...they think the children are not old enough...or that teachers are there for
other reasons. (AM2)
...maybe they don’t agree due to their ideology. (AH1)

Forty-two students expressed the opinion that teachers are controlled
by the families and school routines and, to a lesser degree, by ideologies:

...I would not be supported and people would not speak well of me. (AH2)

...maybe they would not agree with my way of thinking. (AH3)

...taking into account the fact that it is a taboo topic, which is going to make
families uncomfortable and which may not be appropriate. (AM3).

Eight mentioned the pupils:

...it’s a boring, uninteresting topic...it could lead to fear in children with a
certain degree of emotional sensibility. (AM4).
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All of the students demonstrated a desire for change, a belief that
things will change, a will to engage in debate with the community and
were convinced of the effectiveness of attractive and fair proposals:

...I hope and believe that society in this country has advanced...our
generations will be unafraid of changing the system and introducing these
topics. (AH4)
...if the teacher’s position is clear on the methods and reasons, it will be
extremely easy to defend the application of these methods. (AM5)
...we must speak in terms of victims and murderers...regardless of the side
they were on...I don’t believe that any teacher...or parent would object. (AM6)

As these reflections were prior to the presentation of a proposed
educational model, the majority of the students did not make specific
proposals but rather, in some cases, referred to their recent experience:

...a little excursion...or going on a discovery activity. (AM8)
I would ask the children to get to know...to look around them...I would take
them to see places...to listen to a talk by the victims. (AM9).

One student expressed the opinion that “the main problem would be
me. I refuse to follow the textbook but I would not know what
methodology to employ” (AM10). This led to the group deciding that they
were part of the problem and that it was necessary to work with a guided
proposal. One of the students who went on to employ this method in the
period of teaching practice expressed the view that both teachers and
parents are a problem, but one which could be solved by using this
method, which is enjoyable for children and facilitates communication
with families. However, the other expressed it as a problem of society in
general and considered that it is necessary “to use the surrounding area
and everything which happened there.” (AC1).

This phase ended with proposals (17) being made, which were
characterised by their diversity and wealth, with prior research covering
landscapes and memories (Groups F, O, K, B, D, G, N). This implication
was impossible to predict at the beginning of the process: “working from
a different perspective...motivates us to investigate more in order to be
better able to teach our future pupils.” (GC)
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Eleven students focused on specific settings: urban streets, places with
heritage value which are given new meaning with the knowledge of the
victims or places in which barbaric actions are remembered.

...this particular building remained forgotten...but its importance must be
highlighted as it was a hiding place for those fleeing persecution. (GD)
...relating the caves with the people that hid there...if the guide is not aware
of this, the pupil can propose it as a topic for discussion. (GN)

The renunciation of expositive methods is frequent, especially
regarding textbooks: “...made by a powerful publisher that probably got
that power thanks to how the war ended” (GC). The students fostered
participation, investigation and emotional experimentation: “We will
forbid you to play in the break time...because I say so... (but) we are not
going to forbid...we will explain that it was the way it was done...” (GD).
Human rights, empathy with the victims, the need to reveal hidden
memories and to develop a critical conscience were the main reasons for
the proposals in which the problems of the present were not ignored;
“...to make them want to know, to fight for a better world” (GA); paying
special attention to the killing of the students in Iguala (GÑ); the war in
Syria (Groups P, H, I, K) and to their own surroundings “...declarations
made by the mayor: those killed by the Franco regime deserved it” (GG).

They encouraged activities outside of the classroom: the recuperation
of memories, showing project work in the community, promoting civic
actions: “writing a letter to the council to encourage participation and to
leave the matter of keeping, or not, the monument to the Franco regime
in the hands of the people” (GB); “They would prepare a story or a poem
and read it in front of the monument commemorating the death of the
victims” (GF).

The conclusions of the students were that what they had experienced
was positive and that they wanted to transmit subject matter, method,
emotion and commitment to their pupils:

...I want them to know about hidden realities...due to our personal experience
of investigating...thinking critically...seeing the usefulness of history...We were
taught to learn by heart and to have no feelings...through feelings the children
would be able to put themselves in the shoes of the victims...and to
understand that they have the power to stop it all from happening again...we
are discovering more teaching resources all the time...making the most of our
surroundings...even in the most unexpected places there are hidden stories,
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such as the case of the people that escaped to the hills of O Rañadoiro or the
Cova do Ladrón. (GG)
...to promote the remembrance of victims...as Marisa Peña’s poem says:
“Mientras me quede voz hablaré de los muertos tan quietos, tan callados, tan
molestos”. (GP)
...to demand remembrance, not only as an act of justice, but also as a starting
point...to demand a critical attitude as a means of social transformation. (GM)
...the book The Carpenter’s Pencil says; “The injustice that gives rise to social
suffering is basically the most terrible soul-destroying machine”. We have
learnt this thanks to doing this project. (G.L)
...it is all well and good to hold all these events in remembrance of the victims
but it is not enough as younger generations are not aware of the history that
lies behind the names on the signs. (GO)

Group GQ, which included students AC1 and AC2, were of the same
opinion:

…basing themselves on their own surroundings…more knowledge from a
different perspective to that of textbooks, paying attention to the role of
victims, through their own investigation…acquiring a higher degree of social
conscience and a critical way of thinking. (GQ)

The data obtained from the Final Reflection of the first phase reveals
the acceptance of victims as being elements of heritage, which was
predictable. However, it is the students’ arguments that are of interest as
they denounce the invisibility of suffering, blaming society in general and
the process of the Transition:

…40 years of dictatorship were accepted as something normal, something
which had to be eliminated as soon as possible (Final Reflection, Female
Student-1 RFAM1)
…“stirring up something nobody wanted to” the words of politicians who lack
sense but not votes…more than 2000 mass graves left untouched. (RFAH1)

If it were not about burying the past, they would treat the victims like
those of jihadism. (RFAM2)

Furthermore, their criticism also focuses on the current education
system and even on the erection of memorials which are then not treated
in accordance with the claimed objective:

The way it is covered up is visible in the education system. (RFAH2)
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…a utopia, given the way classes are taught nowadays. (RFAM3)
…it is not only about holding commemorations or erecting monuments and
plaques. (RFAM3)
It is strange how some people claim to give importance to victims, erecting a
statue…only to leave it abandoned and without use. (RFAM2).

Finally, the role which should be played by this new dimension of
heritage in the primary education system was unanimously appreciated:

…wars should be interpreted from an early age…We should be able to pass
in front of a plaque or a monument and stop to look. (RFAM4).
…education without censorship, making the most of one’s surroundings.
(RFAM5)
…as a future teacher I am sure that…an uncertain past only serves to open
more wounds and that the act of remembering must be responsible for healing
them. (RFAH1)

In this stage, the arguments of students AC1 and AC2 were similar:

…solidarity, altruistic actions and empathy are extremely important values…
For this reason, it is necessary to work on aspects such as human rights in
primary education in order for them to flourish from childhood, the time of
life which the poet R. M. Rilke considered to be his homeland. (AC1)
During our schooling and over the subsequent years, we did not receive a
decent education in the history of humankind…Beginning with the
recognition given by dignity, we can achieve an internationalist education…
focusing on what was lost, not on who won in order to recognize who is
always the victim. (AC2)

The data: from commitment to the primary classroom (the second phase)

This phase consisted of attempting to prove the ability to apply the
method and opening up heritage identification processes in any
educational context. The trainee teacher AC1 based himself on contents
programmed for the 4th year of primary education: the landscape. His
pupils identified themselves with “natural” aspects as a symbol of a
protected area:

What could we do to protect our surroundings?...they decided to create a
patrol of vigilantes to protect the area around the school…a project began
voluntarily…at break-times to collect litter and increase awareness…
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surprisingly they were willing to miss break-times when it was their turn…
they saw it as a way of learning and playing. [This was kept up after they had
left the school]. (Observational diary / DOAC1). 

In the fifth year (AC2), they studied Galician literature, specifically
Rosalía de Castro and the poem A xustiza pola man, in which a mother
avenges the starving to death of her children by killing their oppressor:

They did not understand until they identified their feelings…They worked on
their emotions, applied to current contexts…establishing parallels with
characters from the poem. In addition to condemning violence, the suffering
of the past and the value of justice were understood by looking at the poem
and its author from a different point of view. These were valid experiments
to link up with International Women’s Day…a joint initiative which we
decided to celebrate with an event…which gave rise to reflection…asking
why there is an International Women’s Day and not one for men. One pupil
answered “why the hell do we want a day for men if they already live like
kings?”…they assimilated the idea of inequality and the reason for feminist
vindication…the first time the day was celebrated was in 1936, we thought
about the next time and what occurred in the time in between, which would
help us for our future proposal. ( Joint Final Report /RFC; DOAC1 and
DOAC2).

The trainee teachers noted that the subject of memory on a local scale
did not leave them indifferent. Before presenting the activity “my tutor
and the head teacher asked about the topic…because it creates conflict.
I attempted to downplay it so as not to alarm them.” (DOAC2); “they asked
about the proposal but never questioned it.” (DOAC1).

As the specific work sessions were carried out, the trainee teachers
showed their capacity for discovering and evaluating their pupils’ degree
of identification with heritage (recording of first session 4th and 5th years:
GPS4º and GPS5º). On the whole, the pupils accepted the medieval tower
due to its proximity, size and age. The 5th year pupils also accepted the
statue of the deer as it represents nature and the place in which it is
located. A girl in the 4th year associated the emblematic fountain with the
photographs of her first communion, thereby stimulating the memory of
other pupils. The monument to the victims did not stir their interest,
however, as it was far away and lacking in attractiveness and sense. One
exception, though, was a girl from the 4th year, who associated it with
people who “died or were killed”. The response of this child put to the
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test the trainee teachers’ ability to express critical opinions based on
experience and considered in relation to the acquisition of social skills:

The case of this girl was damning. The other teachers considered her to be
lazy and a liar, who only showed an interest in the arts. They ignored her
sensibility to social issues, which she expressed through drawings which
astonished her classmates…Her response made me see that discourses, not
attitudes are praised (DOAC1).

At the same time, teaching strategies promoting reflection among the
pupils were employed. In the first session (GPS4º; GPS5º) it was observed
how, “thanks to the awareness created by commemorating International
Women’s Day” (DOAC2), they began finding out about the acts of
barbarity, focusing on names (5th year) or on the date (1937)
accompanying the names (4th year). This stimulated their interest in
research, which increased in the following session (recording second
session 1 / GSS14º y GSS15º), in which the images of the past gained
meaning and aroused emotions. This was not without its difficulties, for
example, in the case of the 4th year pupils studying the image of the
agricultural trade union movement, they had to imagine that they had to
protest for more break-times. In order to do this, they had to unite to
become stronger. With differing degrees of emotional impact, all the
photographs enabled them to gain an understanding of suffering. Indeed,
one girl from the 5th year asked the trainee teacher if he could be the
murdered teacher of the monument shown in the photograph. Both
qualified the experience with the words “fear” and “sadness”, though they
“were not intimidated and wanted to know more”, demonstrating a
“rebellious attitude towards injustice” (DOAC1; DOAC2; RFC). This was
particularly noticeable upon seeing the lines of Spanish exiles from 1939
and those of Syrians today or when comparing hippies and prisoners of
the Franco regime. Although both images are in black and white, they
thought that they were not from the same period, contrasting the
“happiness” and “sadness” also associated to the monument. 

Another relevant piece of information is that the trainee teachers
managed to give meaning to the recuperation of memory by getting the
children to share images of the past and emotions with their families (4th
and 5th year notebooks / CC4º, CC5º, GSS24º and GSS2-5º). It could be
observed that the majority of the children commented that the knowledge
and emotions previously experienced had an effect on them and they
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realized that their grandparents “were interested in memory” (DOAC1;
DOAC2). This led, in both classes, to a common position regarding the
victims. One girl from the 4th year repeated something her grandmother
had told her: “my school was the field and my teacher was the hoe”. This
phrase proved so popular that the decision was taken to write it on the
blackboard where it remained for some time (DOAC1). The children’s
interest was also aroused when it emerged that the same grandmother
knew the sister of the murdered teacher.

The field trip session enabled the trainee teachers to assess how the
activity had created interest outside of the school (recording third joint
session (GTSC; DOAC1; DOAC2). Unexpectedly, on this trip people from
outside the school participated by contributing their knowledge about
the monument and the surrounding area: a secondary school teacher, the
priest of the area in which the monument is located (who is in favour of
recuperating memory), the mother of a 5th year pupil, who encouraged
her child to take along an essay about what had happened.

As an epilogue to this activity, it must be mentioned that the trainee
teachers were able to promote a critical spirit and the acquisition of social
skills to enable their pupils to obtain their own perspective of heritage
(recording final session: GUS4º; GUS5º). One pupil from the 5th year, with
the agreement of his classmates, said, “I feel more connected with the
tower because we can see it every day. The monument is very important
but it is far away.” A similar attitude could be noted in the 4th year. In both
years (GUS4º and GUS5º), although aware of the importance of the
monument, the pupils were not fully able to identify themselves with it
due to its distance and its appearance. However, they were able to identify
with its meaning, that is to say, with those who suffered, and they
proposed the erection of a more attractive monument closer to their
school:

...in the 4th year, an impressive change was undergone in how they identified
the monument as heritage and how it should be made more well-known. They
all came to the conclusion that it was a better representation of the area than
any of the other monuments.” (DOAC1)
It’s not a question of putting a stone and leaving it to be forgotten. Rather, it
is about education…There are lessons which are learnt by working. Much can
be learned from children, all you have to do is let them talk and listen to
them. (DOAC2; RFC)
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Results: planning the future, settling the score with the past

Cuesta (2007) is of the opinion that for critical education in the teaching
of history, counter-memory must be promoted. Applied to heritage
education, the perspective of conflictive heritages taken as a way of
settling scores with the past can be taken into account. This experiment,
begun in the university classroom with trainee teachers, led to them
making use of their own historical memory as students. In this way, all of
the productions reflected the importance attributed to the method in
order to acquire useful historical knowledge compared to sterile learning
practices. In addition, a second score has been settled upon discovering
the hidden memory of suffering in nearby areas and in documentary
sources and the emotions aroused by this. The process of extermination,
which began with the 1936 coup d’état, had a great impact on Galicia
(Domínguez, 2008; Preston, 2011; Míguez, 2012). Many authors have
highlighted the educational relevance of the issue (Valls, 2007; López,
2008; Lamikiz, 2011). However, these matters have not been sufficiently
developed in the education system, in the training of future teachers or
in the primary classroom.

Education based on memory has made it possible to reflect on
processes of identification with heritage involving social or citizen
awareness and teaching skills. The trainee teachers showed that, without
knowledge and commitment, they would contribute towards maintaining
sterile routines which, a priori, they would make the responsibility of the
families or of the active teachers.

The data shows that they have assumed a learning model in which
rational and emotional elements form a whole and that heritage, memory
and critical history can make up basic individual and collective identities,
enabling an aspiration to a fairer society, one which responds to Adorno’s
(1998) aspiration of making the idea of not repeating the barbarity of
extermination the most important focus of education. This model is
reflected in the proposals drawn up in groups in class, designed as an
opportunity for ambitious educational challenges, in terms of both
methods and contents, in which a social and ethical commitment is
explicit. They discovered, in the landscapes and memories of their
surroundings, that the invisibility of the past supposes the impossibility
of questioning the present. At the same time, they broadened their
horizons of what can be defined as heritage, creating the need to promote
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processes of identification in order to question any identity which claims
to present itself as the only one. As has been observed, the point has been
reached at which the present can be questioned, along with the memory
built up during the process of the Transition. By avoiding any conflictive
reflection around assumable heritage, this process has allowed the
symbology of the Franco regime to be treated in a sterile way under the
protection of historical heritage whilst memories and places with the
capacity to form new types of material and immaterial heritage remain
hidden.

As far as the practical application of this methodology in the primary
classroom is concerned, we have seen that a monument erected in
remembrance of the victims has proved to be the way in which the
heritage education model, discussed in the university classroom
beforehand, has been applied. The two trainee teachers have proved to
be able to apply the methodology in the primary classroom, by making
use of the landscape, literature or a civic event which could have been
banal had it not been for their ability to turn it into an opportunity for
reflection and to give it meaning for a later activity. Both of them
demonstrated that dealing with topics linked to historical memory in
primary education does not lead to problems bur rather connections,
which would surely be impossible to achieve in issues in which emotions
do not have such an important role to play.

Carrying out this activity has also allowed the value of group work to
be emphasized, from investigating the surrounding area to sharing
reflections on the experience. Furthermore, this skill is shown by the
trainee teachers’ ability to make their pupils interested in memory
(through reflecting on local monuments) and to make them aware of what
is around them, giving them access to it in order to reveal bad news about
the past. Possibly one of the greatest achievements of the project has been
not to impose the monument as just another study object but to
encourage reflection upon it. This has made the results much more far-
reaching to the extent that the pupils identify more with the victims as
elements of immaterial heritage than with the monument itself, although
they would have preferred to have a material memorial closer to their
school or more in line with their tastes. This ability to awaken empathy
with victims and reflection on their memory and all that this means shows
that the trainee teachers managed to promote a form of education based
on human rights, the acquisition of civic competence and social justice.
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Conclusions 

Working with memory-based history and heritage education implies a
high degree of emotional burden throughout the process, as is evident,
or underlying, in the work produced by our students studying to be
primary teachers and in the experiment carried out in the primary
classroom. Therefore, it is extremely important that this does not drift
towards the banality of tears without commitment. Rather, it should be a
tool to learn how human suffering becomes a fundamental aspect in
understanding society. From the point of view of an education committed
to the present but focused on heritage, it is possible to dispute the
dominance of the past with those who have always claimed control of it
and that human rights and social justice should be more than mere words
in syllabuses saturated with contents as a guarantee of inaction.

The proposed specific aims have been achieved to a reasonable
degree. Therefore, we can also state that the main objective of the
research has been fulfilled: trainee teachers who assume and understand
a civic concept of heritage are able to transfer this perspective to primary
school pupils. They have proved able to turn educational discourse into
real practice with primary pupils who, in turn, acquired ethically informed
knowledge regarding the material and immaterial heritage in their local
area.

In our opinion, the results corroborate the validity of the educational
model: from the university classroom to the primary classroom using the
relationship between heritage education and historical memory in order
to aid understanding of current problems. In this process, it is considered
necessary to question the common concept of heritage and substitute it
for one which is broader and more civic and related to a certain social
and political context.

This study leads us to consider that the development of professional
competence among teachers is related to the development of social skills.
This makes it possible to identify visible and invisible heritage elements
and to establish relationships between heritage and the recuperation of
the memory of injustices and suffering, which can then be included in
the practice of primary education teaching.

This is no easy task, which, in all probability, cannot be achieved with
all trainee teachers. However, those who succeed in this aspect naturally
assume the need to renounce automatically reproduced professional
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routines to include a new dimension enabling them to discover a complex
past containing hidden and forgotten injustices all around them. This
understanding of heritage is not only made up of material remains but of
the memories of people who lived and suffered in these places and
should form part of an education system which is committed to the
construction of a fairer society.

The professional competence of the two future teachers who carried
out this project in the primary classroom is not only seen in the ethical
aspect of their proposals, the choice of content and the design of the
activities, but also in that they explicitly mention that they consider it
necessary to relate research and educational innovation. For this reason,
they have assumed the commitment to carry on with this experiment with
the same pupils over the course of the next academic year, thus producing
more data and more proof of the efficiency of this approach to education.

Finally, mention must be made of the limitations of this study, the most
important of which is its lack of connection with similar processes of
conflict between remembrance and obscurity which could lead to
reflection about the victims and their educational and heritage dimension.
Indeed, there are some examples which concern the western world, for
example the case of the Vietnam War, which Loewen (1995) examined
decades ago. This limitation also looks forward to future research, in
which the issue of creating dialogue with educational proposals focused
on this issue will be significant.
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Abstract
In this article, we present results from our research on heritage education and

inclusion, performed within the framework of the Spanish Heritage Education
Observatory (SHEO). Our objective is to study and analyse the state of affairs of
inclusion in heritage education, to discover the educational quality of existing
projects. We achieve this through quantitative and qualitative analyses of all
programs held in the SHEO database tagged as inclusive or quasi-inclusive
(accessibility experiences, inviting new audiences, and adaptation to different
capacities). 

The paper opens by discussing the concepts and key axes that underlie this
research, inclusion and heritage education, and exploring the knowledge held in
the SHEO. We employ a cross-discipline, prospective research design, which
draws on the SHEO method. There is an exhaustive descriptive statistical analysis
of the study sample, performed using SPSS software, which we use to analyse
variables and their subtypes. Using the list of data obtained, we draw conclusions
to close this research phase. We detect low levels in the scope of educational
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quality, with key absences regarding degree of design precision, taking a holistic
approach, evaluation, and project visibility. The paper closes by opening the way
to the next stages of inquiry: program evaluation through extended standards,
and benchmark case studies. 

Key words: Education, Heritage, Inclusion, Heritage Education, Accessibility,
Research, Evaluation.

Resumen
En el presente artículo recogemos los resultados de la investigación realizada

en torno a la educación patrimonial y la inclusión, en el marco del Observatorio
de Educación Patrimonial en España (OEPE). El objetivo que impulsa nuestros
esfuerzos es el estudio y análisis del estado de la cuestión en materia de inclusión
en la educación patrimonial, para conocer la calidad educativa de los proyectos
existentes, a través del análisis cuantitativo y cualitativo de los programas
inventariados en la base de datos del OEPE, etiquetados como inclusivos o cuasi-
inclusivos (experiencias de accesibilidad, apertura a nuevos públicos,
adaptaciones a capacidades diferentes). Para ello, nos aproximamos, en primer
lugar, a los conceptos y ejes clave que sustentan esta investigación, inclusión y
educación patrimonial, además de profundizar en el conocimiento del OEPE. 

Seguimos un diseño de investigación transversal y prospectivo que toma como
referencia el método OEPE y efectuamos análisis exhaustivos de corte estadístico-
descriptivo a través del software SPSS, a partir de los cuales analizamos las
variables y sus subtipos aplicados a la muestra de estudio. De la relación de datos
obtenidos, inferimos las conclusiones clave que cierran esta fase de investigación
detectando un bajo nivel de alcance de la calidad educativa y presentando
ausencias clave en el grado de concreción del diseño, como su concepción
holística, evaluación o visibilidad de los proyectos; para finalmente abrir el
camino a las siguientes etapas de indagación: evaluación de programas a través
de estándares extendidos, y estudio de casos referentes. 

Palabras clave: Educación Patrimonial, Inclusión, OEPE, accesibilidad, calidad
educativa.
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Introduction

This article presents research based on heritage education and the
inclusion of different audiences. Despite legislative advances1 and efforts
by professionals and institutions to achieve inclusion in the educational
sphere, we are still far from fully reaching this goal. The research
presented here aims to discover the extent to which heritage education
is inclusive, by analysing the quantity and quality of the educational range
available in Spain designed to include everybody, which means people
with different abilities. To this end, a program sample has been extracted
from the database (SHEO). Using this sample, we perform descriptive
statistical analyses, and investigate the type and quality of the programs,
based on a series of predefined standards. The data generated allow us
to discover the state of affairs. By studying them, we are able to obtain
the key information needed to progress towards truly inclusive heritage
education.

Spain has two key tools related to heritage education, and they have
become international points of reference: the National Education and
Heritage Plan (PNEyP) (Fontal, Ibáñez-Etxeberria, Cuenca, and Martín,
2015), and the SHEO (Fontal, 2015). A major contribution of the latter is
the creation of a database that includes an extensive sample of heritage
education programs, for the primary purpose of inventorying, analysing
and evaluating educational programs and actions. The inventory process
has assisted and invigorated research in the area, and there have been
various studies, encompassing topics like the heritage education range
available to educate Spanish citizens (Ibáñez-Etxeberria, Fontal, Vicent,
and Gillate, 2014); inclusion through heritage recognition processes
(Marín-Cepeda, 2014); the evaluation of heritage education programs in
Madrid (Sánchez, 2016); and the analysis and evaluation of heritage
education activities in social communication media (Maldonado, 2016),
among others.

The research presented here is of an exploratory nature. It is designed
to be a stepping stone towards more extensive research based on the
SHEO. Our objective is to study and analyse the state of affairs of

(1) Standard Rules on the Equalization of Opportunities for Persons with Disabilities (1993), World Conference
on Education for All (1994), Convention on the Rights of Persons with Disabilities (2006), National
Accessibility Plan (2004–2014), among others.



inclusion in heritage education, through quantitative and qualitative
analyses of all programs held in the SHEO database tagged as inclusive
or quasi-inclusive (accessibility experiences, inviting new audiences, and
adaptation to different capacities). 

Education, heritage and inclusion 

By taking ownership of the discourse that defends the holistic nature of
heritage (Cuenca, 2002), over the last decade, the educational perspective
has contributed to humanising the concept of heritage, and moved
beyond the traditional viewpoint, which understood it as an economic
and monumental asset or object. More recent interpretations from
heritage education seek to probe the mechanisms that generate heritage,
from the perspective of identity and social symbolism, where heritage is
understood as the relationships people establish with objects (Fontal,
2003; 2013). The person-object bond is at the root of this heritage. 

Under this premise, heritage education will be oriented towards
understanding, and developing relationships between the subject (the
individual and society) and the heritage, the two concepts being
understood to include diversity, by definition. 

In this regard, we consider the shaping of identity (Gómez-Redondo,
2013) to be a necessary part of heritage education, and share the opinion
of Marín-Cepeda (2013; 2014), who claims that diversity has two facets
within this field, given that people –diverse by definition– are the ones
to construct it. 

Consequently, heritage education is profiled as a discipline that favours
inclusion processes, and offers the ideal framework to justify, understand
and promote the effective inclusion of all citizens in our institutions and
cultural heritage. If what we seek is education that meets the current
needs of society, we must implement complex, pluridimensional
pedagogy, open to diversity, and coherent with the principles of inclusive
education and equal opportunities.

Particularly in recent years, inclusion is becoming a priority axis in
educational policies. This relates to formal education spaces (Spanish
Organic Law 8/2013 of 9 December), and non-formal ones (UNESCO
1960, 1994, 2003, 2005, 2008; Domingo, Fontal, and Ballesteros, 2013).
This sensitization process is essential to progress towards true inclusion
in heritage spaces. 
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A bibliographical review of scientific publications enables us to
explore the state of affairs, through articles that discuss equality and
inclusion in the educational system (Vila, 2002; Blanco, 2006; Echeita,
2008; Sapon, 2013; and Lawrence-Brown and Sapon-Shevin, 2013).
Furthermore, interesting research has taken place, primarily at an
international level, based on the topic under study (Tlili, 2008; Panelli
and Oliveira, 2013; Lynn, 2015; Moore, 2015; and Lisney, Bowen, Hearn
and Zedda, 2016). Based on this research, progress can be made to enable
the development of new attitudes regarding social cohesion and
educational inclusion (Flecha, García, Sordé and Redondo, 2007), and
offer keys that enable heritage spaces to be made accessible and inclusive
(Espinosa and Bonmatí, 2013). 

The Spanish Heritage Education Observatory (SHEO)

The SHEO has a permanent, stable database2, with two profiles, one for
internal and another for external use. Its external profile is oriented
towards disseminating and sharing heritage education in Spain, through
the SHEO website3. The internal profile, called the SHEO database, is
accessible only to researchers. The programs included are inventoried
through standardised, multidimensional registration forms, organised
based on five general fields: location, description, relation to other entries,
educational design, and appendices. This database aims to define quality
standards for heritage education in Spain that can be exported to other
cross-border contexts. 

At present, SHEO is being developed through a third project, which
encompasses the research: “Evaluation of learning in heritage education
programs focused on the processes of sensitisation, valorisation and
socialisation of cultural heritage”, which operates in coordination with
the project “Program and learning evaluation in non-formal and informal
spheres of heritage education”4. Both projects contribute to consolidating
SHEO, which is currently being oriented towards internationalisation:

(2) The database, which is in continual growth, allows educational projects, educational programs, activities,
actions, courses, conferences and numerous other educational initiatives related to heritage education to
be observed, studied and categorised.

(3) www.oepe.es
(4) Ref. EDU2015-65716-C2-1-R and Ref. EDU2015-65716-C2-2-R



collaboration axes extending outside Europe are being set up, to promote
deeper, more globalized scientific knowledge.

GRAPH I. Structural phases that comprise the Observatory projects. 

Source: Produced by author.

In addition to creating the database, the scientific progression of SHEO
has been structured through different work phases (GRAPH I). All of
these are active and they are currently being developed simultaneously,
in accordance with the researcher’s interests. This study involves a
program evaluation (project 2, phase 2, EP) that is directly connected to
project 3, making use of the database. 
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Method and procedure

As mentioned earlier, the study presented here is part of more extensive
research originating from the SHEO. Since 2010, these activities have been
generating an inventory of projects that enable qualitative and
quantitative research, to obtain descriptive statistical results that provide
data about projects developed in the field of heritage education.

The objectives of this research have two dimensions –the quality of
the information about the program and the degree of precision of the
educational design– and they can be broken down as follows:

–  to discover the current state of affairs in the field of heritage
education from an inclusive perspective, where it is adapted to all
audiences;

–  to evaluate the different heritage education programs that include
adaptation to different audiences within their design;

–  to identify the dimensions of financing, heritage category, project
type and target audience; 

–  to obtain detailed knowledge of the quality of inclusive heritage
education projects, based on standards;

–  to analyse the available range of heritage education programs that
meet inclusive and accessible criteria and objectives; 

–  to obtain results that make it possible to reflect on heritage
education and take new approaches to it, with inclusive purposes
that extend beyond adaptation;

–  to provide data that contribute to success in educational inclusion,
from the perspective of heritage.

To achieve our objectives, we have used a cross-disciplinary,
prospective research design, based on the SHEO method (Fontal and
Marín-Cepeda, 2016). This method is based on sampling analysis
(Rodríguez, 2001) and evaluating the results the research team produced
in the first two projects (Ibáñez-Etxeberria, Fontal and Rivero, 2015). The
methodological description is a sequence of seven separate phases
(GRAPH II). These phases involve analysing the scope of the objectives
of the framework R&D projects in the study. They also include a series of
variables and analytical tools based on standards for their implementation,
designed by experts (Stake, 2004; 2006). This makes it possible for the
researchers to systematically obtain data that aid discovery and diagnosis
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of the quality of educational designs, based on the parameters they have
defined.

The phases established follow guidelines set out in the SHEO manual,
defined by the research team, in collaboration with 12 international
experts. Specifically, for the study presented here, we have directly
addressed phases 4 and 5 of the ones set out below.

Phase 1, search and location, is the starting point, which involves
gathering programs from a hypothetical directory, to be filtered in phase
2. The discrimination criteria will define the finite directory, which will
be the source of the analysis sample extracted in phase 3. This will involve
an exhaustive inventory procedure using a data registration form, to
permit systematisation of the programs found. These data will be used to
perform descriptive statistical analyses and content analyses of
educational designs (phase 4). 

GRAPH II.  Sequential procedure for Program Evaluation. 

Source: Produced by author.

Phase 5 is defined as a discrimination filter based on specific standards
using three types of statistical analysis, where analyses were performed
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on samples of 350, 644 and 1,120 programs, respectively; these analyses
included criteria extracted from the PNEyP (Domingo, Fontal, and
Ballesteros, 2013), regarding the quality of information about the
program, and the degree of precision in the educational design (Fontal
and Ibáñez-Etxeberria, 2015). These standards comprise a total of 15 items
and 2 empirically verified theoretical dimensions. Programs obtaining a
favourable result will be evaluated in phase 6, which corresponds to a
program evaluation using a table of extended standards, comprising a
total of 29 items, with 4 dimensions: 

–  quality of program design;
–  quality of implementation;
–  quality of results; 
–  degree of dissemination of the program and results. 

Finally, phase 7 provides more detailed knowledge about the programs
previously set apart, by performing case and multi-case studies. These
are performed solely in relation to programs highlighted because of their
excellent score in the dimensions mentioned above (Fontal and Juanola,
2015).

Sample

The different heritage education proposals, projects and actions from the
formal, non-formal and informal spheres (Cuadrado, 2008) inventoried in
the SHEO comprise the sample for our research. This virtual container
and organiser provides an extensive database to discover and analyse the
situation. It can be used –on a continual basis and with up-to-date
information– to identify currently existing specifications and needs in the
area of study. For these reasons, the SHEO database is the directory for
our research. It provides us with a conceptual reference framework, and
the filter needed to obtain the study sample, where selections can be
made as convenient; consequently, the sampling used is purposive or
selective (Latorre, Del Rincón and Arnal, 2005, p. 82).

The sample comprises 85 heritage education and inclusion programs
held in the SHEO database, which were included in the sample after
applying a microfilter, through the search descriptions.
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Variables, data analysis and recording tools

To achieve the research objectives, the SHEO has a standard series of
variables with subtypes, which assist information organisation and data
categorisation (SHEO form), to manage the sample. In this study, the
variables used were: type of managing organisation (V1), heritage
category (V2), project type (V3) and target audience (V4) (Table I).

TABLE I. Definition of variables for the sample.

Source: Produced by author.
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Furthermore, to address the quality of the programs, we used the
15 items from the basic standards table (Table II), which are added
together to obtain the variable we have called “Quality level in program
formulation”, which determines the quality level of the programs
evaluated. This variable gives rise to 2 different dimensions: the first is
linked to the quality of the information about the program, and the
second to the degree of precision in the educational design. 

TABLE II.  table of dimensions and basic standards (tool IV).

Source: Produced by author.
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The tools used to collect and analyse data have different designs
depending on the phase in the methodology. In phase 2, a form is used
with criteria to include and exclude programs (Tool I). Once programs
susceptible to being inventoried have been filtered, they pass to phase 3,
where the data is recorded using an inventory form that is digitally
systematized in the database, for detailed data collection based on 5 broad
fields: location, relation to other forms in the inventory, description,
educational design, and appendix, if one exists (Tool II). 

Tool III, which is used in phase 4 and corresponds to the table of
dimensions and basic standards (Table II), was defined based on rubrics
that help establish quality level, via a Likert scale.

After obtaining the data, two software programs were used to perform
the analysis (phase 5). Firstly, the data collected in the SHEO database
were exported to Tool IV, an Excel sheet—defined in the SHEO for data
reporting. This made it possible to obtain the first frequency lists.
Subsequently, the data were entered into the Statistical Package for the
Social Sciences (SPSS) (Tool V), a descriptive statistical analysis program,
where they were thoroughly analysed. 

GRAPH III. Data analysis and recording tools 

Source: Produced by author.
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The statistical analyses performed were structured into two
dimensions: frequency for categorical variables (V1, V2, V3, V4) and
descriptive for scalable variables (quality standards). Considering the
categorical, ordinal nature of the variables in question, non-parametric
statistical tests were performed. 

Results

After selecting the sample, the database allowed us to extract the
necessary fields to commence exploratory analysis to discover: the type
of managing organisation that primarily advocates establishing accessible
proposals (V1); the heritage category that receives most attention, from
the perspective of inclusive practices (V2); the project types that are best
serving diversity (V3); and the target audience most frequently addressed
in proposals (V4). The following frequency tables show the results
obtained.

Table III, which relates to V1, shows a clear leadership position among
public institutions in backing projects that include adaptations for
different abilities, since they represent 1/3 of the total percentage of the
sample (n = 64; 75.3 %), added to which are the 8 programs (9.4 %) that
receive public support through mixed financing models. 

TABLE III. Frequencies obtained according to the type of organisation managing the program (V1).

Source: Produced by author.

Table IV, which relates to V2, shows that cultural heritage stands out
in the sample (n = 36; 42.4 %), which is a significant percentage in view
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of the 18 subtypes into which the variable is divided. In this case, certain
absences are noteworthy, since the sample responds to 12 of the 18
subtypes (Table I). 

TABLE IV.  Frequencies obtained based on heritage category (V2).

Source: produced by author.

V3 is the one with the most homogeneous results (Table V), with the
greatest frequency occurring for educational programs (n = 15; 26.60 %),
improvement projects (n = 15; 16.00 %), educational
itineraries/routes/visits (n = 10; 11 %), educational resources (n = 8;
8.51 %) and workshops (n = 7; 7.44 %). In this case, competitions and
social network activity are absent.
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TABLE V.  Frequencies obtained based on project type (V3).

Source: produced by author.

Finally, regarding V4 (Table VI) the most favourable results are
obtained for the category “specific groups”, where there are programs
with adaptations for sensory, physical and intellectual disabilities (n = 25;
29.4 %), followed by services for all members of the public (n = 19;
22.4 %) and school groups (n = 17; 20.0 %). Unfortunately, no specific
target audience is defined in the design of a representative percentage of
the sample (n = 14; 16.5 %).
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TABLE VI.  Frequencies obtained based on the target audience of the program (V4).

Source: Produced by author.

Following an exploratory analysis of the categorical variables in the
sample, an exhaustive descriptive statistical analysis was performed, to
discover the degree to which the programs approach an optimal quality
level in their educational design. 

The following tables show the analyses performed through the SPSS,
having separated the dimension “information quality” (Table VII) from
the dimension “degree of precision in the educational design” (Table VIII).
Data interpretation was in accordance with the 4 ratings suggested in the
basic quality standards table (Table II). 

In the first dimension, related to information quality, a favourable
response is extracted for items i01 and i03, which replicate “provision of
design identification and location data” and “specificity and clarity of the
descriptors that define the program”, respectively. The items attained with
conditions, were i02, i05, i06 and i07, but with differences between the
two former and the two latter, since the variables “contact data for the
manager and/or design, planning and implementation team” (i02) and
“specification of the type/typology of the project developed” (i05) reflect
a design that borders on achieving an outstanding level, which means, in
the majority of cases, almost all contact and location data for the program
are available (i02), and the type of project proposed is specified, though
not explained extensively (i05). 

In the case of the latter two variables (i06 and i07), they are positioned
nearer the level of “sufficient”, since the data provided are superficial, or
there are significant absences regarding the “description of the bases,
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principles and criteria on which the program is established” (i06). Finally,
with regards to i07 “specification of the target audience”, in the majority
of cases, the programs allude to a general public. 

TABLE VII.  Program information quality dimension (metadata).

Source: Produced by author.

Finally, items i04 and i08 are situated with Mo = 1, which means there
is no holistic concept of the heritage in its tangible and intangible facets,
or regarding its archaeological, historic, documentary, artistic, etc.
qualities (i04), and appendices are not included (i08). While procuring to
be objective in the tests, we cannot ignore the low level obtained for i04,
given that, while they seek to achieve a comprehensive concept of
heritage, the majority of the programs present a one-dimensional concept,
which does not interact with the other features and qualities; in many
cases, they take an open approach, but one that is superficial or greatly
lacking substance. 

After analysing the data extracted separately, a group variable was
created called “information quality”, to discover the overall quality level,
with regards to the information the programs make public. The results
obtained were 251658240= 2.11, Mo= 2 and ó =.673, implying that the
programs as a whole failed to reach an optimal level, although they
achieve it with conditions. According to the evaluation scale, 17.6 % do
not reach the standards, 54.1 % obtain them with conditions, and 28.2 %
of the programs achieve them. There are no results where a quality range
is attained.

In a second dimension (table VIII) regarding the degree of design
precision, it can be observed that none of the items achieve the desired
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quality. Specifically, the first 5 items—which relate to “project justification”
(i09), “description of objectives to achieve” (i10), “content presentation”
(i11), “methodological orientation and teaching-learning strategies” (i12),
and “definition of resources, formats, media and technology used” (i13)—
achieve the standards only with conditions. This means the approaches are
superficial and lacking depth, presenting absences in fundamental elements
of design, such as objectives, content and methodology. 

TABLE VIII.  Dimension regarding the degree of precision in the educational design.

Source: Produced by author.

The items “identification of assessment tools and systems” (i14) and
“measurement of impact and repercussions of the proposal” (i15) are
placed at level 1, which means, in the majority of cases, assessment tools
and systems are not described and the projects contain no dissemination
measures or media repercussions for the proposals.

Regarding the ó of the items, there is a high dispersion score for items:
i11, ó = 1.258; i12, ó =1.185; and i13, ó =1.345. This reveals the variation in
the results compared to the homogeneity of i14, ó =.432, corresponding to
assessment. Since the variable i14 is one of the ones that provides a lower
251658240, this means that, on one hand, it is a point unanimously excluded
when producing educational designs and, on the other, it would have a
negative impact on the sum of the data grouped together in the analysis. 

If the two tables are compared, it can be observed that the Mo in the
results for information quality shows that the majority present level 4,
unlike in degree of precision in the educational design, which presents
Mo = 1. This means the projects provide information about the programs,
but do not provide a very high degree of design precision. 
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Furthermore, after grouping the variables from the second dimension
into a new one identified as “specificity of the educational design”, the
values 251658240= 1.64, Mo= 1 and ó= .784 are obtained. In this case, a
high percentage of programs (n = 46; 54.1 %,) do not achieve the
standards; n = 25, 29.4 %, achieve them with conditions; n = 13, 15.3 %,
achieve them; and just n = 1, 1.2 %, achieve them with quality.

To conclude the descriptive analysis, a final grouped variable was
created, called “quality level in program formulation”, derived from the
sum of all the basic standards. Based on this, it has been confirmed that
29 of the 85 programs (34.1 %) do not achieve a minimum level; nearly
half the programs achieve it with conditions (n = 39; 45.9 %), and just a
fifth (n = 17; 20 %) achieve the standards. None of them are significant
due to achieving the desired quality level since, in this case, there are no
results for the maximum degree of quality.

GRAPH IV.  Quality level in program formulation.

Source: Produced by author.

Before drawing conclusions and in view of the results obtained with
regard to V1, which reflect clear predominance of publicly managed
programs over private and mixed offerings, we compared measures
related to program quality for each of these three categories. To this end,
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and in view of the specifications of the variables involved, the non-
parametric Kruskal Wallis test was used. No significant differences were
found between the quality of programs of public, private, and mixed
origin (H(2) = 1.079; p = .583). 

Conclusions 

Following analysis of the descriptive statistical data, having defined the
main parameters, based on the programs from the selected sample, and
having compared the items evaluated and discovered the state of affairs
regarding heritage education and inclusion, we now draw conclusions,
which are the fundamental result of the research phase completed, and
the basis to continue with the next stage of our study. 

Inclusion remains a challenge to be overcome, and one that is
segmented into different aspects that require attention, to achieve quality
inclusive heritage education, produced by and for people. Among these
dimensions, we consider the most vitally important to be caring for
diversity, support and financing, training, skills and aptitude for work,
evaluation, visibility and project dissemination. 

The first of the conclusions is that while society is heading towards
inclusion, it has still not reached it. This means that, while the legislative
sphere is contributing to fostering the achievement of inclusion, this does
not correspond to practice, since just 5.36 % of the programs inventoried
in the SHEO make mention of adaptations to different groups in their
description. This raises the question as to whether, at present, criteria
related to quantity are acting to the detriment of the inclusive quality of
education.

This first piece of data leads us to question the lack of educational
projects that aim to be inclusive. Specific actions and projects for certain
groups are essential, since serving diversity must always be present within
the framework of an inclusive program that contemplates this type of
measure for all audiences, and in stable, general educational
programming proposals that offer equality.

Support and financing for developing inclusive proposals is
fundamental if the objective is to create benchmark projects that reach
the desired level of educational quality, based on a specialist service
available globally. 
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Training, skills and a dedicated team would be indispensable qualities
to adequately formulate a project, as regards its design and
implementation. The project would have to advocate multidisciplinary
groups that work cooperatively on projects, to ensure quality and
diversity, since one of the conclusions derived from the analysis of content
and the degree of precision in the educational design is that the majority
of the projects lack exhaustive, deep, contextualised justification. What is
more, few objectives are set and they fail to fully address the different
learning spheres (comprehension, application and assessment),
comprehensive development (emotional, intellectual and moral), and the
pillars established by UNESCO (learning to know, to do, to be and to live),
Delors (1996). As regards contents, they do not always correspond to the
established objectives, or the programs lack contents regarding the
selected topic, and they are not described or detailed, nor do they operate
in other knowledge areas. With respect to methodology and teaching-
learning strategies, there is a failure to provide a detailed description of
certain parts, and some are left out. Finally, resources are limited and a
description of their use and design is omitted.

The qualitative analysis shows specific actions to promote the
inclusion of people with special educational needs –which could mean a
first step towards effective inclusion– within stable educational programs.
To achieve this, it is necessary to train staff, raise awareness and
reprogram to create a more flexible teaching-learning process.

Evaluating practices, process knowledge, functioning during
implementation and user satisfaction is necessary to investigate progress
in inclusive education. The item related to evaluation presented a lower
average than the other standards, making it clear that program evaluation
is significantly absent in the projects. This suggests a lack of knowledge
about how implementation functions, and prevents modification and
subsequent improvements.

Closely related to this item is the need to give visibility and publicity
to experiences, which is an area that can be optimised. The depth of the
data that institutions make available to citizens and the absence of
supplementary documentation in appendices makes it impossible to
thoroughly understand the educational proposals. This is also reflected
in the unavailability of research data, which complicates understanding
and analysis of projects that could provide “benchmark practices” for use
as we continue along the road to improvement, this time with inclusive
practice as the main theme.
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Future lines of research

Based on the conclusions drawn, we believe the data obtained, review
given and theoretical positioning set out with regard to heritage education
and inclusion, are in and of themselves an open door for reflection and
research continuity within the extensive, necessary and motivating field
of inclusion. Consequently, to close, we would like to offer some possible
lines of research.

Cuenca and Estepa (2013) highlight that research should identify the
obstacles still preventing a large sector of the population from going to
museums and heritage spaces, or becoming interested in their activities.
It is therefore necessary to explore educational practices and analyse the
interactions established between people and heritage. Resultantly, the
lines of continuity we describe are based on the research performed,
which is configured as a starting point to extend the spectrum of action. 

The results of this study provide keys that make it possible to continue
working, to achieve deeper knowledge of the paradigm. The first line of
continuity is the next phase in the SHEO method, which involves evaluating
programs aimed at serving diversity, based on an extended scale of
multidimensional standards. This scale will be defined based on the results
extracted from this analysis and applied through a previously validated
tool, which will make it possible to extract the examples that come closest
to an optimal degree of educational quality within the area of study. 

Subsequently, we will address the last phase of the method through
case studies based on the most significant programs, to develop a
profound, specific, qualitative analysis, as a result of observing praxis.
This is how we will obtain knowledge of the pedagogical models and
foci on which work is being performed, in addition to the types of
proposals being developed, and the approaches taken, in short, what is
being done and how. This will empower “benchmark practices” that could
contribute to the discipline and help define optimal models as a starting
point for future designs, establishing a clear measure of specifications
and what is needed to ensure inclusive education functions satisfactorily. 

It is easy to see the benefits of this systematisation or standardisation,
which would enable us to organise and understand practical, effective
conditions. This would benefit everyone on the path towards a single
curriculum or program based on successful criteria and standards. 

The design opens the way to numerous lines for continuity, such as
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implementation at local, national and international levels, and its
application to a broad scale of samples, which would enable deeper
exploration of evaluations of benchmark programs and case studies in
other geographic areas. 
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Abstract
Heritage is a key element in the teaching and learning process, as has been

noted by different studies conducted for 20 years. From heritage we can work
relevant contents and problems for society and education, such as identity and
citizenship. This paper presents a complex and interdisciplinary vision of heritage
education, connecting the social sciences with natural and experimental sciences.
It is a vision based on socially relevant solving problems, interaction, innovation
and social criticism conception of education.
This study presents a methodology that combines quantitative and qualitative

techniques, from the interpretive paradigm. A table of categories is designed
(developed as a hypothesis progression) which allows a rigorous analysis of data
obtained through questionnaires, data collection tables and discussion groups.
The information is provided by teachers and textbooks of primary and secondary
subjects of Social Sciences, Natural Sciences, Geography and History, Biology-
Geology and Physics and Chemistry.
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The results allow us to approach the concept of heritage and its teaching and
learning that work at these levels and subjects. It becomes relevant the
relationship between heritage and identity, as well as obstacles to working
heritage from an educational perspective, causing a predominance of aesthetic
and temporal visions, with methodological strategies of traditional character and
academic and conservationists purposes, approaching the second level of
progression hypothesis defended in this work.

Keywords: Heritage Education, Compulsory education, teachers, textbooks,
identity, citizenship.

Resumen
El patrimonio es un elemento clave dentro de los procesos de enseñanza y

aprendizaje, según se ha podido constatar a través de diferentes estudios llevados
a cabo desde hace ya más de 20 años. A partir del patrimonio se pueden trabajar
contenidos y problemas relevantes para la sociedad y la educación, entre ellos
los aspectos relacionados con ámbitos tan complejos como la identidad y la
ciudadanía. Desde la perspectiva que se presenta en este trabajo se concibe una
visión de la educación patrimonial de carácter complejo e interdisciplinar,
conectando las ciencias sociales con las ciencias naturales y experimentales. Es
una visión basada en la resolución de problemas socialmente relevantes, en la
interacción, la innovación y en la concepción sociocrítica de la educación. 
El estudio, fundamentado en este planteamiento teórico, combina técnicas

cuantitativas y cualitativas desde el paradigma interpretativo. Se diseña una tabla
de categorías (elaboradas como una hipótesis de progresión) que permite un
análisis riguroso de los datos obtenidos a través de cuestionarios, rejillas de toma
de datos y grupos de discusión. La información es aportada por el profesorado
y los libros de texto de educación primaria y secundaria de las materias de
Ciencias Sociales, Ciencias Naturales, Geografía e Historia, Biología-Geología y
Física y Química.
Los resultados permiten aproximarnos a la concepción del patrimonio y de

su enseñanza y aprendizaje que se aborda en estos niveles y materias de
enseñanza. Se ponen de relieve las relaciones del patrimonio con la identidad,
así como los obstáculos existentes para trabajar el patrimonio desde una
perspectiva educativa, que provocan un predominio de visiones estéticas y
temporales, con estrategias metodológicas de carácter tradicional y finalidades
académicas y conservacionistas, que se aproximan a las características del
segundo nivel de la hipótesis de progresión en el que se basa este trabajo. 

Palabras clave: Educación Patrimonial, enseñanza obligatoria, profesorado,
libros de texto, identidad, ciudadanía
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Introduction

Several studies approach Heritage Education as a currently relevant line
of research, particularly from the educational standpoint, but also because
of the more complex social meaning that training in heritage can give to
our communities (Estepa, 2009; Miralles, Molina and Ortuño, 2011). The
conferences organised in recent years (1st, 2nd and 3rd International
Heritage Education Congress, held in Madrid in 2012, 2014 and 2016,
respectively), the drafting and implementation of the National Education
and Heritage Plan developed by the Ministry of Education, Culture and
Sport (Fontal and Ibáñez, 2015), or the Museos+Sociales programme, all
highlight this situation.
There are now several research groups consolidated through the

development of competitive R+D+i projects and doctoral theses, which
study educational processes through heritage on the basis of basic and
largely coinciding premises. Research in the field of formal education is
impressive, with works such as those by Ávila (2001a), de Castro (2016),
Gillate, (2014), González-Monfort (2007) or Lleida (2010), focused on
analysing the concepts and knowledge of teaching faculties and the role
of heritage as content and resource in teaching and learning processes
(Estepa, Ávila and Ferreras, 2008). In the field of textbook analysis, great
breakthroughs have been made since the late 20th century, both in the
general education sphere (Parcerisa, 1999; Tiana 2000) and the specific
area of social sciences teaching (Ávila, 2001b; Valls, 2001), and are also
taking shape in the case of heritage education (Cuenca and Estepa, 2003;
Cuenca and López-Cruz, 2014; Estepa, Ferreras, López-Cruz and Morón,
2011; González-Monfort and Pagès, 2005). Along these lines, we should
not forget to mention the proposals put forward by the HEREDUC group,
as part of the Socrates programme funded by the European Union (De
Troyer, 2005).
Although works relating heritage, identity and citizenship are few and

far between, the reflections and studies on heritage, landscape and
citizenship by Brusa (2011) and Morón (2016) or those by Semedo (2007)
and Pinto (2011) are of great interest, dealing with issues related to
heritage and citizenship, as well as those linking education, heritage and
identity (Copeland, 2006; Davis, 2007; Falk, Dierking and Adams, 2011;
Semedo, 2015). Along similar lines, we may cite the studies by Martín-
Cáceres and Cuenca, (2011) or Estepa (2013), which analysed the
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connections between formal and non-formal education in terms of
heritage and identity and their relations with educational proposals for
citizenship training. Likewise, the interactions between formal, non-formal
and informal areas in heritage education and their connections with the
field of identity scales have been the subject of study by Calaf (2010),
Fontal (2013) or Gómez Redondo (2013), always carried out from
interdisciplinary perspectives. These are joined by works addressing the
evaluation of educational programmes in museums and heritage settings
(Fontal and Gómez-Redondo, 2016; Vicent, Ibáñez and Asensio, 2015),
aspects now being afforded increasingly greater relevance in the field of
heritage education research.
From here, the theoretical framework upon which this study is

developed involves considering the direct links between heritage, identity
and citizenship. Thus, the vision of heritage and heritage education
established is of an interdisciplinary, constructivist, participative,
interactive, complex and socio-critical nature. Our theoretical references
set out from the overview of the notion of heritage from a holistic and
systemic perspective. For the definition of heritage, we set out from
multiple perspectives: anthropological, temporal and socio-critical, which
are combined with identity relationships, as previously proposed in
different works (Estepa, 2013).
All of this prompts us to investigate these interactions in depth, setting

ourselves the research questions: What is faculty’s concept of heritage
and how is it manifested in compulsory education textbooks? Which
methodological approaches are used when teaching heritage in
compulsory education, on the basis of the information provided by faculty
and textbooks? What links are there between heritage and identity when
it comes to working with patrimonial elements in compulsory education?
These research problems, which respond to the general aim of
determining the current situation of heritage teaching and learning
processes, assessing the obstacles existing in this process and proposals
to overcome them, are approached through the execution of several
research projects funded by the Ministry of Science and Technology and
the Ministry of Economy and Competitiveness.
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Method

The work carried out combines empirical and documentary studies
(through quantitative and qualitative analysis), always taking as reference
an interpretive paradigm of a socio-critical nature (Losada and López Feal,
2003). This way, the methodological diversity and eclecticism in the
different works performed provides us with the wealth of data gathered
and interpreted that characterises the outcomes of this research.
All of this is developed on the basis of homogenous research

instruments that allow us to approach the studies in a systematic and
rigorous manner. The framework instrument establishing the theoretical
and methodological foundation is a progression hypothesis (García Díaz,
1999), which is configured as the evolution of thought, ideas and
knowledge on three levels, depending on the complexity-simplicity
relationship or abstraction-concretion of the different aspects that we
consider key to the concept of heritage and its teaching and learning.
On the basis of this progression hypothesis, which synthesises the

conceptual evolution regarding heritage and education, we designed a
system of categories as an instrument for analysis and guidance
throughout the research process (Martín-Cáceres and Cuenca, 2015). This
instrument enables us to specify those heritage education-related aspects
we consider relevant and which delimit the study guidelines. This
categorisation system structures the design of the information-gathering
instruments applied in this case (questionnaire, information gathering
grids and discussion groups). All of the above is explained in greater
depth in the following sections.

Sample

As already stated, this study focuses on analysis of the views expressed
by teachers and textbooks on the teaching of heritage in primary and
secondary education.
In the concept study, for the primary teacher sample, 66 primary

schools in the provinces of Huelva, Cadiz and Seville were selected: 11
in Huelva, 22 in Cadiz and 33 in Seville, as the pupil population in these
provinces maintained the 1/2/3 ratio; however, only 49 primary teachers
answered the questionnaire and thus constituted the study sample from
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this collective. With regard to secondary teachers, this sample comes from
Institutes of Secondary Education (secondary schools), maintaining the
same proportion by province. This gave rise to a total of 36 centres,
selecting a teacher from each of the three areas that we considered would
be more directly related to heritage teaching, such as Geography and
History, Biology and Geology and Physics and Chemistry. So, in this case
there were 108 teachers (18 in Huelva, 36 in Cadiz 36 and 54 in Seville);
however, the sample consists of the 77 teachers who responded to the
questionnaire.
As for the textbook study, we selected 96 textbooks from three

publishers (Anaya, Santillana and SM), corresponding to three
autonomous regions (Andalusia, Madrid and Catalonia), for both primary
and secondary education in the subjects: Knowledge of the Natural, Social
and Cultural Environment; Social Sciences, Geography and History;
Natural Sciences; Biology and Geology and Physics and Chemistry.
By way of triangulation, to compare the results of our previous studies,

we called in several teachers to take part in discussion groups, with the
final participation of 8 primary teachers, 7 secondary teachers of
Geography and History and 6 teachers of Natural Science, Physics and
Chemistry.

Instruments

The data-gathering instruments consisted of a questionnaire to compile
information on the teachers’ concepts (Estepa, Ávila and Ruiz, 2007), an
observation template and grids for the analysis of teaching materials
(Cuenca and López-Cruz, 2014; Ferreras and Jiménez Pérez, 2013). A script
was also prepared for the discussion groups to use in the debate with a
total of 15 issues arranged in the different research categories and, in
conclusion, two final questions on heritage in textbooks and course
materials (Table I). The answers to these questions were transcribed from
the video recordings and the notes taken by the research team. Analysis
of all this information was performed using a grid to compare the
questions asked with the responses from each of the participants, which
allowed an initial assessment of the opinions, before proceeding with a
more in-depth analysis a posteriori, which enabled us to synthesise and
interpret each of the interventions emerging from the discussion and
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highlight the key ideas and elements which are not so explicit in the
group dialogues.

TabLE I. Discussion groups development protocol
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source: Own creation.

The data analysis instruments consisted mainly of a category system,
based in turn on a progression hypothesis that ranks the subcategories
and indicators that make up the category system from simple to complex
(Jiménez-Pérez, Cuenca and Ferreras, 2010). This system of categories
serves both to examine the concepts and for the analysis of teaching
materials and discussion groups.
The system proposes three categories, common to our study aims:

n View of heritage. 
n Heritage teaching/learning.
n Heritage and identity.

The first category (View of heritage) has two main subcategories: on
one hand, the heritage perspective, where the criteria whereby heritage
is conceived are expressed and, on the other, the type of heritage
identified.
The second category (Heritage teaching/learning) makes reference to

several subcategories, including the role of heritage in educational
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schedules, characterisation of the contents worked on in relation to
heritage and the aim pursued by the use of heritage. The third
subcategory (Heritage and identity) presents subcategories related with
the recognition of heritage as an identifying element for a society, as well
as the value accorded.
All the indicators from each category and subcategory are set

according to the progression hypothesis, which sets out three possible
different levels of conceptual development in faculty and teaching
materials, in relation with heritage and its teaching-learning. These
include a first or initial level, the vision of heritage and its teaching, and
the third or reference level, where we establish the concept of heritage
and its teaching that we understand would be desirable (Estepa et al.,
2008).
The initial level is dominated by a rather simple view of heritage,

according to an outlook marked by its scarcity and by its grandeur or
acknowledged prestige. The second level would involve greater
complexity in the concept of heritage and its teaching, including or
exceeding previous perspectives, primarily corresponding to stylistic and
temporal criteria, which would involve a more complex analysis of the
heritage references being studied and their interrelation with other more
abstract contents of a sociocultural and natural kind. In addition, heritage
references of an ethnological and scientific-technological nature are
included. The third and final level of the progression hypothesis, or
desirable level, overcomes the epistemological, teleological and didactic
obstacles arising in the previous stages. This allows us to conceive
heritage from a symbolic-identitary perspective, as a cultural characteristic
of our society and a factor in understanding other civilizations of the past
and present, contributing to the education of citizens committed to and
critical of society.

Results

The results presented here correspond to the outcomes obtained in the
cited projects, constituting a synthesis of the information on the
conceptions of teachers, the data from the analysis of the teaching
materials used (textbooks and curriculum materials), and with special
emphasis on that obtained in the teachers’ discussion groups.
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Category I: Heritage concept and typology

In terms of conceptions, the majority of teachers -except the Geography
and History faculty- presented a restrictive view of heritage, especially
when referring to ethnological and technological heritage elements.
Regarding the results provided by the analysis of the textbooks for each
of the groups studied, we note:
In the Social Science textbooks, we find a dominant view of heritage

characterised by its exceptionality and monumentality (level I), followed,
to a lesser degree, by an aesthetic perspective (level II) and, occasionally,
a symbolic-identitary outlook, for certain aspects and subject areas (level
III). As for the types of heritage most frequently used, historical, artistic
and natural patrimony are predominant, whereas ethnological heritage is
only identified sporadically. Regarding the disciplinarity subcategory,
which measures the degree of interrelation of heritage elements, the
predominant level in these textbooks is unidisciplinary (working only on
one type of heritage), indicating an approach of low complexity.
In terms of the Experimental Science textbooks, the view of heritage is

also understood in an exceptional and monumental manner, in this case
associated with natural and, to a lesser degree, scientific-technological
elements (level II). Both types of heritage are worked upon from a
unidisciplinary perspective, and only in some units in a multidisciplinary
approach (various types of heritage summatively, non-integrated).
Regarding the Knowledge textbooks (Primary Ed.), a monumental and

exceptional perspective predominates, and only occasionally a symbolic-
identitary view (level III). Likewise, this perspective is associated with the
dominant heritage type being historical and artistic, natural and,
occasionally (mainly in first cycle), ethnological. As to the degree of
disciplinarity, the textbooks analysed are generally of a unidisciplinary
nature, so there is no connection between the different types of heritage
that appear.
Regarding the discussion groups, we note that for teachers of Social

Sciences, Geography and History heritage is a fairly well known content
and recognised by faculty, forming part of the discipline’s traditional
curriculum and found mainly in a number of teaching units related to Art
History, and in a more dispersed and discrete manner, but also easily
identifiable, in those others which, although not part of the bulk of the
contents, take up specific sections linked with national heritage or
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transversal contents. The identification of what heritage is, as stated by
most participants in this table, is related with the existence of an image,
which entails the notion that heritage is something specific and tangible,
especially associated with what we have designated the “classic trilogy”
of patrimony (natural, historic and artistic heritage).
However, Experimental Science teachers, being from “sciences”, were

surprised to be approached to discuss heritage. They perceive this content
as very dense for them and that even the word heritage creates a
“cognitive dissonance” in them. They claim to understand what natural
heritage is, but not what we understand by scientific-technological
heritage.

Category II: Heritage teaching model

In relation with the Role of Heritage, around 43% of faculty say they
always or almost always use heritage in their classes. As for how they use
it, we see that they do so mainly through a series of activities that vary
depending on the groups studied:
Some 38.2% of teachers said they organise field trips to study heritage,

while 10.4 % do so through the teacher’s explanation, and the rest of the
interviewees are spread between activities such as information searching,
videos, workshops, etc.
Field trips and guided visits appear to be the most frequently

organised activities, leaving the others in the background. Nevertheless,
both one and the other are mainly carried out through the teacher’s
presentations. Thus, faculty is the protagonist, whereas students act as
recipients of the information transmitted verbally. In this sense, we can
say that the role accorded to heritage in educational processes is that of
a didactic resource.
In line with what we have seen previously, we found that in both

primary and secondary textbooks, heritage again appears as a didactic
resource, as it is used in the activities as a source of information for the
development of teaching units.
In terms of integration of contents (conceptual, procedural and

attitudinal) found in the textbooks, we can highlight the following issues:
The contents of textbooks for secondary students are mostly of a

conceptual nature, and in only a few cases is there any degree of simple
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integration, whether conceptual or procedural, in the case of Social
Sciences, or conceptual and attitudinal, when referring to Experimental
Sciences.
In primary textbooks, the trend is very similar to the two previous

cases, manifesting a simple integration, combining conceptual and
attitudinal contents when dealing with certain singular and acknowledged
problems (example: Iberian lynx).
Regarding the aims pursued with heritage teaching-learning, the most

notable in the conceptions study was the practical-conservationist
objective, which promotes the conservation of heritage, sometimes by the
mere fact of keeping. We also occasionally came across concepts with a
more critical purpose, thus reaching the desirable level, where the goal
of heritage education is the development of identities, as well as training
for social intervention in relation to the defence and preservation of the
same.
However, when analysing primary and secondary school textbooks, in

general terms the end pursued is merely academic, with a knowledge of
heritage based on facts and information of a cultural nature, illustrated
by and focused on anecdotic aspects.
We can say, therefore, that there is a divergence of views between the

goal pursued in heritage teaching and learning as stated by faculty -
situated at the intermediate level of our progression hypothesis- and the
aim transmitted by the materials they use, which we consider in the initial
level.
As for the discussion groups, primary teachers confirmed almost all

the data obtained in our research, as they think that in general faculty
does not feel any real concern for heritage teaching, mainly due to issues
of initial training, and of time when it comes to teaching the contents
included in the course project and their classroom schedule. Moreover,
textbooks, in general, do not respond to the weight that heritage should
have in teaching. Rather than improving the textbooks, it would be better
to improve the sources used when drafting them, mainly the curriculum,
and specifically the competences, where skills explicitly referring to
heritage and its teaching and learning should appear.
Regarding the Social Sciences faculty discussion group, one of the

mainstream ideas is that heritage assets are used as a teaching resource,
a fact that is repeated and promoted in textbooks. When heritage does
not appear explicitly in the textbooks through images and written text, it
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is not identified by the teachers, which frequently occurs in the case of
ethnological and scientific-technological heritage, where it is linked with
a single event (Andalusia day), or with the expansion of contents, for
example the inventions arising with the Industrial Revolution. Along with
this aspect, most teachers in this discussion group claim that heritage is
located inside the book in the specific annexes dealing with the
Autonomous Region, in the complementary section designated “Develop
your skills”, or else in the “Panels” containing subsidiary information.
In the group of Experimental Science teachers, heritage teaching is

assigned an occasional nature, given the restrictive framework provided
by the curriculum schedule and study plans at initial levels and university
entrance exams at baccalaureate stage. They see it as more easy to
implement in optional subjects or areas such as the Integrated Projects
run by some schools. They call for resources (materials and activity
proposals) to be able to work, in principle, with knowledge of the
immediate surroundings and awareness of the potential of this heritage
perspective.

Category III: Heritage and identity

This category is articulated around two subcategories: identity scale and
the relation between heritage typologies and identity:
The most commonly implemented, particularly in Secondary

Education Social Sciences Textbooks, is usually a social identity scale,
which involves awareness of the symbolic value of heritage and its
identification with a social group, close to its culture; for example,
characteristic elements of an autonomous region, especially of an
ethnological nature. This social scale is closely linked to a historical and
artistic heritage and to a lesser extent, ethnological items. Only on few
occasions is a multiple-identity scale detected which includes the above
aspects, although it extends the territorial and cultural scale to the entire
territorial and cultural scale of our planet.
The results of analysing the Experimental Science Secondary

Education textbooks show that this category is only occasionally worked
on and only appears in a few teaching units, from a social standpoint,
usually associated with aspects linked to natural heritage. In no case is
scientific-technological heritage taught in terms of identity.
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For Primary Education textbooks, the situation is somewhat similar,
although the identity elements are more common, with a social value and
linked with ethnological heritage. Thus, in relation to the typology sub-
category of heritage and identity, we can say that the social identity scale
is almost always associated with cultural elements close to the pupils and
ethnological in nature.
Regarding the conceptions of faculty, they were asked for the five

heritage elements with which they felt identified, justifying their response,
with over 130 different assets being cited, mostly related with Andalusia’s
natural, historic-artistic and ethnological heritage. Thus, Doñana National
Park is the most frequently mentioned heritage asset, (6.70% of
interviewees), followed by architectural elements of Granada’s Moorish
art such as the Alhambra, the Generalife and the Albaicín district (4.75%),
the historic centre of Seville (4.10%), and in fourth place, the Caliphate
Cordoba (Mosque, Jewish Quarter, with 3.46%). A second group of more
frequent responses is headed by Easter Holy Week (2.59%) and the
Natural Park of Grazalema (with 1.94%). Note the wide spread of
responses, leading to a low percentage of common elements.
For the heritage identity and typology subcategory, we detected less

identification with ethnological elements, with more weight being
assigned to natural and historic-artistic heritage.
On the other hand, the discussion group considered teachers, and not

textbooks, to be the promoters and/or managers responsible for
establishing identity relationships between their students and the heritage
of their surroundings. They also consider that «our identity» is sometimes
diluted by the multiculturalism present in the classroom, as it is more
politically correct to address that multiculturalism rather than dealing with
the identifying traits of any particular sector. All agree that the heritage
that identifies us (as Spanish) arises from the fusion of different cultures
throughout over 3000 years of history. They also note that there is a
hidden patrimony, which remains buried by the vanquishing cultures, in
our case the Jewish and Muslim heritage, which is not approached as it
should be by textbooks, as these peoples were banished from our
territory.
The Social Science faculty discussion group pointed out a lack of

identification with heritage elements, which are far removed from the
reality of young people and teachers alike. In this sense, the connectivity
of heritage is a pressing need, not only because it will favour the Nexus
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between patrimony and identity, but because at the same time it blurs the
boundary between historical and geographical content to explain a reality
through heritage contents. Moreover, they say that when the book deals
specifically with economic issues, in addition to referring to elements
distant from the territorial and affective dimension of students, the
language also constitutes an important barrier, as the textbooks
occasionally employs terms and content which are far beyond their grasp.
In the Experimental Science discussion group, we again encountered

language issues. Identity is not a term which the teachers have considered
in terms of teaching these subjects, and they are therefore less able to
relate it with heritage or detect it in their textbooks. The debate thus
hinges around the identitarian value accorded to the surrounding natural
heritage and, of course, scientific-technological heritage, as cultural
heritage does not appear in the books analysed. In this sense, all the
teachers positively valued using the nearby natural surroundings (more
for natural heritage and less for scientific-technological patrimony).They
understand the relationship between human beings and their
surroundings from the standpoint of environmental education, but have
never considered it from a heritage perspective. All agreed on setting out
from the local sphere and, moreover, this is the way they work, but they
have doubts about whether it facilitates the transition from local to global.

Conclusions

Connecting the various studies that have been presented in this paper,
we find that the majority view held by faculty regarding heritage would
be situated at an intermediate level within our progression hypothesis,
in the four groups making up the faculty sample, due to the
predominance of a conception of heritage according to aesthetic and
historical criteria, although a sector of Geography and History faculty and,
to a lesser degree, of primary teachers, that could be placed in the level
of reference or symbolic-identitarian perspective.
As for the heritage types, Geography-History teachers are those who

manage a greater heritage diversity, compared to Physics and Chemistry
teachers, who acknowledge a more limited range of heritage types. The
group consisting of primary school teachers and Biology-Geology
teachers is in an intermediate situation. In addition, scientific-

Cuenca-López, J. M., Estepa-Giménez, J., Martín Cáceres, M. J. HERItAGE, EDUCAtIOn, IDEntIty AnD CItIzEnsHIp. tEACHERs AnD tEXtbOOks In

COMpULsORy EDUCAtIOn

Revista de Educación, 375. January-March 2017, pp. 000-000

Received: 30-05-2016    Accepted: 24-10-2016
146



technological heritage, along with ethnological, are the least recognised
by secondary teachers, while among primary teachers a greater number
of elements belonging to the ethnological heritage are acknowledged
(fiestas, traditions, etc.).
In general, faculty emphasises conservation and identity, from all types

of heritage, except for scientific-technological, with an educational and
practical concern (used to understand the present and the past).
In the textbooks, the predominant view is of exceptional and

monumental heritage, with a degree of interconnectedness of heritage
assets of unidisciplinary nature, with nuances, depending on the
knowledge area.
Regarding the discussion groups, we highlight the weak or non-

existent initial training, especially among primary teachers and science
teachers, so that teachers are considered mostly self-taught on this subject.
In general, faculty pointed out a degree of difficulty in distinguishing
scientific-technological heritage, while associating the different heritage
typologies with a given subject or knowledge area.
As for category II, we note that half of the teachers surveyed claimed

to always use heritage in their classes, or almost always. Field trips and
guided visits appear to be the activities most frequently organised by
faculty. They are carried out on the basis of oral presentation by the
teacher, or else by a guide or expert from the museum. These outcomes
are clarified in the discussion groups, as faculty considers that not much
work is done on heritage in class. The science teachers went even further,
as they perceive great difficulty in integrating heritage into the course
contents. At the same time, they feel constrained by the Spanish University
Access Tests and raise a very interesting question, asking themselves
whether this difficulty of integration is due to the lack of understanding
of the concept of heritage, or to the methodology applied. In turn, both
primary and secondary teachers of Geography and History emphasised
the anecdotal nature of their work with heritage, presenting field trips as
the main activity to introduce their students to heritage. They also
consider that more work is not done on the subject due to lack of time.
Heritage is regarded as a teaching resource, as in the textbooks, where

it is sometimes treated as an anecdote to illustrate or add an extra
information element, but not as a substantial part of the general discourse
of the content developed. Only on rare occasions is heritage approached
comprehensively, in other words, jointly as content, resource and objective.
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Moreover, the contents appear in textbooks disjointedly, with a
predominance of conceptual content, while the conjunction of conceptual
and attitudinal content appears only occasionally, mainly in activities
designed to develop critical attitudes, on topics related to environmental
conservation, or in contents related to cultural and ethnological local
issues familiar to students (fiestas, traditions, etc.).
Similarly, the contextualisation of heritage assets is also simple.

Textbooks usually refer to their location in time and/or space, although
when the heritage asset is identified by its significance for the advancement
of science and technology and its impact on society, its function is also
noted, but this identification is insignificant, as it is mainly found in
Secondary Education textbooks in the field of Experimental Sciences.
The objective stated by teachers in heritage teaching and learning is

of a practical-conservationist nature, with the aim of raising awareness
of conservation. To this must be added the importance acquired by the
critical aim; however, the purpose of the heritage that we detect in
teaching materials is primarily academic, and only on rare occasions does
it have a practical-conservationist value. Although the discussion of
concepts highlighted the importance of a critical and active perspective,
we believe that it is basically a statement of intent, which we interpret as
a mismatch between the goals expressed and the actual praxis.
Finally, with regard to category III, the textbook analysis reveals that

the relationship between heritage and identity is not always clear. When
this relationship emerges –on few occasions in the books on Experimental
Sciences- it has a social scale, often associated with a type of ethnological
heritage or the historical-artistic patrimony. Reference to these heritage
assets is by geographical proximity, by tradition (Christmas, for example)
or by biological or geological signification, in the case of natural-type
heritage elements.
This phenomenon is specifically identified in the textbooks by the

presence of world-renowned heritage sites (under some form of legal
protection), such as Intangible Cultural Heritage of Humanity, Biosphere
Reserve, etc., with an acknowledged media impact. The fact is that no
relations are formed between this type of heritage and nearby patrimonial
references, moving from global scale to local, without establishing
nexuses or seeking similar instantiations in the immediate environment
(local, regional, etc.). We observed this same aspect in the teachers’
conceptions.
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For the heritage identity and typology relationship, we detected less
identification with ethnological elements, establishing a higher rating for
natural and historic-artistic heritage types.
From the discussion groups, it was shown that textbooks do not work

directly on the relationship between heritage and identity. There is almost
unanimous agreement on the importance of the familiar, which shows
that heritage can be more easily accessible and understood when setting
out from the local milieu. This way, when we address heritage on the
basis of identity related with the familiar, we create an awareness of the
environment, while generating responsibility and appreciation towards
the same.
Based on these results, we are currently developing a research work

focused on the relationship between school-museum-territory, through
the analysis of good practices in heritage teaching and learning and
experimentation of didactic proposals. This new study will enable us to
compare the outcomes with those presented in this work.
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Abstract
The aim of this research is to reveal the insights of the educators at the

Barcelona Picasso Museum regarding the implementation of Visual Thinking
Strategies (VTS), an increasingly popular teaching method used in museums. For
this qualitative case study, approached from a constructivist perspective, we used
techniques and methodologies corresponding to ethnographic research in
education, more precisely, semi-structured interviews. The participants are eight
museum educators, two men and six women, who regularly use VTS during
Catalan schools’ visits to the Picasso Museum. The results, which have been
analysed using qualitative content analysis techniques, show the strong and weak
points of VTS. The data reveals that its strengths are related mainly to the artwork
and the school group, highlighting how the method can encourage public
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participation and change the way students approach artworks: all of these
strengths match several theoretical studies of VTS. As for weaknesses, educators
have referred mainly to those connected with strategies concerning the method
itself, the educator, the context and the public; negative aspects which have been
discussed in previous studies. The results allow us to conclude that Barcelona
Picasso Museum’s educators perceive many more strengths than weaknesses in
VTS; the strengths being indicative of the need for educational renewal in
museum education whilst the weaknesses are related to the frequently
encountered resistance towards new methodologies from people educated in
traditional educational systems. Data also suggests that more experienced
educators detect more difficulties in the implementation of Visual Thinking
Strategies than those who are new to the field.

Keywords: museum educator, insights, Visual Thinking Strategies, thinking
skills, educational strategies, heritage education, museum education, arts
education.

Resumen
La finalidad de esta investigación es mostrar la percepción que los educadores

patrimoniales del Museo Picasso de Barcelona tienen sobre la práctica en su centro
de trabajo de las Visual Thinking Strategies (VTS), un método didáctico cada vez
más popular en los museos. Para este estudio de caso de tipo cualitativo, enfocado
desde una perspectiva constructivista, se han utilizado técnicas y metodologías
propias de la investigación etnográfica en educación, en este caso, entrevistas
semiestructuradas. Los informantes son los ocho educadores, dos hombres y seis
mujeres, que aplican de manera regular este método en las visitas de escuelas
catalanas al museo. En relación a los resultados se han detectado, a partir de un
análisis temático de contenido, los puntos fuertes y débiles del VTS. Se observa que
los aspectos positivos se refieren principalmente a aspectos vinculados a la obra de
arte y al grupo escolar, destacando las posibilidades que ofrece para motivar la
participación del público y cambiar la forma en que el alumnado se acerca a la obra
de arte; puntos fuertes que coinciden con distintas aportaciones teóricas. En relación
a los puntos débiles, los educadores han aludido principalmente a factores
vinculados con las estrategias del propio sistema de enseñanza-aprendizaje, con el
educador, el contexto y el público, aportando luz a través de su experiencia a las
críticas preexistentes. Los resultados permiten concluir que los educadores perciben
muchas más fortalezas que debilidades en el VTS, siendo las primeras indicativas
de la necesidad de renovación didáctica en la educación museal hacia estrategias
de implicación del alumnado y estando las últimas relacionadas con las reticencias
que generan las nuevas metodologías en aquellos educados bajo sistemas de
enseñanza transmisivos.

Palabras clave: Educador, museo, percepción, método educativo, sentido
crítico, didáctica del museo, educación patrimonial, educación artística. 
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Introduction

This article presents a qualitative assessment of the insights of the
museum educators at the Barcelona Picasso Museum (BPM) regarding
the implementation of the pedagogical method Visual Thinking Strategies
(VTS). The results it sets out are part of ongoing research intended to
evaluate the attainment of the learning objectives set by the museum, and
analyse the attitudes of the actors involved regarding the implementation
of VTS. This extensive study is based on a mixed methodology aimed at
the triangulation of phases and instruments: non-participating observation
in museum galleries; questionnaires given to teaching staff and pupils;
and interviews with the museum education department and museum
educators. It is in line with research such as that headed by Calaf2 into
the evaluation of educational programmes in museums (Suárez, Gutierrez,
Calaf and San Fabián, 2013). 
In response to the issue of the absence of studies describing and

evaluating positive and negative aspects of VTS – and indeed the absence
of evaluations of educational methodologies in museums in general –
from the point of view of museum educators, this publication has opted
for presenting and discussing the results obtained from them. The specific
aim of this article is to describe the positive and negative aspects of,
according to participants, this new pedagogical system with regards to
their own experience in the museum. 

Visual Thinking Strategies: Origin and aims of a teaching-learning method 

VTS is a method of cognitive and aesthetic development for stimulating
critical thinking through art (Hailey, Miller and Yenawine, 2015). It was
created by psychologist Abigail Housen and the then director of the
education department of the MoMA New York, Phillip Yenawine. Starting
from Housen’s research into states of aesthetic development, and the
need to offer a new pedagogical system which motivated and encouraged
participation in museum visitors (Carr, 2016), they both questioned
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whether the transmissive methodologies used in Art History matched the
interests and cognitive capabilities of the public and whether these
methodologies favoured the growth of autonomy when viewing an
artwork (Yenawine, 1999; Grodoski, 2016). 
They developed a teaching method based on the observation,

reflection and analysis of artworks by school groups, achieved via a
dialogue between pupils, initiated and moderated by the educator using
three questions: What’s going on in this picture? What do you see that
makes you say that? What more can we find? Thus, the role of the VTS
educator is not to introduce an overload of content but to facilitate and
mediate dialogue (Franco and Unrath, 2014), connecting pupils’ ideas and
enriching their vocabulary by use of paraphrasing. 
The main objective of the method is to use art to learn to look and to

think (Burchenal and Grohe, 2007). To this end VTS, which was designed
to be applied in the context of both formal and non-formal education,
proposes uniting these two learning environments, not via curricular
content but curricular competencies. Analysis of an artwork is used to
develop students’ visual literacy (Hailey, Miller and Yenawine, 2015), their
communicative skills, their critical and creative thinking, as well as their
capacities for observation, reflection, speculation, developing a line of
argument and debate (Ingham, 2001). It is precisely this potential for
competencies development which should be one of the essential features
for heritage evaluation (Suárez et al. 2013). 

The strengths and weaknesses of Visual Thinking Strategies 

As well as the enormous theoretical work by VTS’s authors and
collaborators (Franco and Unrath, 2014; Housen and Yenawine, 2001;
Ingham, 2001; Yenawine, 1999), special importance has been given to
previous research on the practical application of the method; of great
interest when it comes to detecting possible strengths and weaknesses.
One of the key points of reference at an international level is the study
carried out by Burchenal at the Boston Museum of Fine Arts (Burchenal,
1998). 
Even more relevant is the three-year study the same researcher,

together with Grohe and the Institute for Learning Innovation, conducted
of the Isabella Stewart Gardner Museum programme of educational

González-Sanz, M., Feliu-Torruella, M., Cardona-Gómez, G. VISUAl ThInkInG STRATEGIES FROM ThE pERSpECTIVE OF MUSEUM EDUCATORS: A SWOT AnAlySIS

OF ThE pRACTICAl IMplEMEnTATIOn OF ThE METhOD

Revista de Educación, 375. January-March 2017, pp. 153-175

Received: 30-05-2016    Accepted: 21-10-2016
156



activities, Thinking through Art (Adams, Foutz, Luke and Stein, 2007;
Burchenal and Grohe, 2007), which was done in various phases, both in
the class room and the museum. From the results of this study it can be
concluded that the use of the method fosters learning how to look at and
understand artworks, as well as skills such as debating, respecting the
opinions of others, and connecting and developing an argument with
evidence (Burchenal and Grohe, 2007: 112). These aims and conclusions
are also to be found in Kisida, Bowen and Greene (2015) as well as
Ritchhart (2007) at Project Zero, who also pointed out the fact that
constructing learning together as a group makes the process more
significant. 
While Hailey, Miller and Yenawine (2015) caution that many

assessments of the VTS method in the US remain unpublished, it is
especially difficult to access Spanish studies of it being put into practice.
Despite VTS being used in an ever-growing number of museums in Spain,
hardly any relevant studies in pioneering centres have been found, either
due to a lack of research or the fact that research has not been published.
Even less frequent are voices which assess the method positively. There
is one study among the exceptions found that stands out; Proyecto Mira!
(1998-2002) (Pou, 2002), which concludes that the application of a
method derived from VTS in the classroom leads to an increase of active
participation by pupils, an improvement in their communicative abilities
and listening, and the raising of confidence in the value of their own
opinions. 
As for research that emphasises VTS’s weaknesses as opposed to it

strengths, perhaps the most significant is that by López and Kivatinetz
(2006), which analysed the application of the method in some Spanish
museums. Many later articles on VTS (Arriaga, 2010; Acaso, 2009) take
up their conclusions, and more tangentially those of Hernández (2002),
as a basis for corroborating the difficulties of the method. This work
prompts us to ask if the practice of VTS in museums in Spain is being
carried out correctly, owing to criticism of two questions which they say
pupils are asked when looking at an artwork: What can you see? and
What else can you see in the picture? However, according to Housen and
Yenawine (2001), the questions asked in VTS to initiate dialogue are
formulated differently (see above), and prompt a search for evidence to
back up an interpretation, generating a more enriching process. 
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Another commonly mentioned weakness of VTS talks about a lack of
information supplied by educators. In relation to this point, criticisms –
shared by López and Kivatinetz (2006) and Arriaga (2010) – are raised by
Burnham and Kai-Kee (2011:47). To them should be added reflections
by López and Kivatinetz (2006) and Acaso (2009), which state that the
method does not introduce components from the sociocultural context,
thus losing the artwork’s “frame of reference” (Arriaga, 2008). In our
opinion it is paradoxical that while criticising the absence of new content,
Arriaga (2008) and López and Kivatinetz (2006: 218) maintain that the
methodology continues to be transmissive, not in form but in essence,
since in their opinion the educator leads the questioning and answering
in order to elicit predetermined content. 

Museum educators, a forgotten voice 

While there are a limited number of studies evaluating the effects of
educational programmes in museums (Kisida, Bowen and Greene, 2015),
there are even less compiling the opinions of museum educators. There
are some publications analysing their work or the training they need but
few that pass on their opinions, the fruit of their direct experience with
visitors of all ages and circumstances (Carr, 2016). 
It is important to note that the terms “museum educator” and «heritage

educator» are used only to reference the people tasked with the first-line
imparting of educational programmes in our museums and heritage
centres and who also adapt these programmes to the needs of individual
groups, and that the terms do not include staff from the centres’
educational or cultural programming departments. 
Amongst the research to which we have had access, articles by Elena

Vozmediano (2015) and by López and Alcaide (2011) particularly stand
out, allowing us to strengthen our impressions of the role of the educator,
as well as work by Tran (2006) and a thesis by Castle (2001), forerunners
of this research both in subject and methodology. But, without doubt,
there are two previous studies which have been of exceptional influence:
the ambitious assessment of museum education programmes carried out
by Calaf’s team (Suárez, Gutiérrez, Calaf and San Fabián, 2013), from
which variations have been introduced designed to give greater centrality
to the more overlooked actors: students and museum educators; and that
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of Arriaga and Aguirre (2013), which analyse the conceptions of art and
the interpretation of educators at Tate Britain, giving greater weight to
their voices, as in our case, via semi-structured interviews. Unfortunately,
within this already limited sample of work hardly any specific studies
have been found dealing with the perceptions of museum educators
regarding the implementation of VTS in their respective centres, this
being the problem tackled in this article. One exception being the project
Thinking through Art (Burchenal and Grohe, 2007; Adams et al. 2007).

Methodology of the study

In this article we present a case study focusing on the use of VTS at the
Barcelona Picasso Museum (BPM), chosen because it is currently the only
museum in the city to use the method on a regular basis for visits to its
galleries with school groups. Since the 2012/2013 academic year, school
visits have used the educational method known as VTS. Sessions are an
hour long and consist of the viewing of, reflecting on and debating of
four artworks. VTS was introduced progressively at the centre, starting
in this same academic year. After a transition year, the 2015/2016 year is
the third in which VTS has been the sole methodology used for
educational visits for the Catalan school public. Thus, with the method
established, 2016 was judged ideal for carrying out a study determining
the museum educators’ perception of VTS. 
The study, a qualitative assessment, takes a constructivist approach,

using techniques and methodologies common to ethnographical research
in education; in this case, semi-structured interviews. 
The participants were taken from the staff of educators who regularly

work in the museum galleries, and who work for a company which is
subcontracted to supply the service. The group of selected educators
consists of 6 women and 2 men, ranging in age between 30 and 52 years,
all of whom have received training in VTS. This last point was paramount
when deciding which educators could provide us with most information,
since it was essential they were trained in VTS. All were consulted on the
possibility of being part of the study and entered into it voluntarily. We
use pseudonyms when mentioning individual educators in this study.
When we look at the participants’ educational backgrounds, we can sort
them into four groups: those who have studied Fine Art; those who have
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studied History of Art; a group associated with social sciences (History,
Cultural Anthropology); and finally those whose education includes a mix
of education and art. 
The first two educators are Blanca and Elena. They are part of the

usual staff of VTS educators because they trained in the method in official
courses. Blanca has spent eight months working as an educator and Elena
two months. Within the group of participants, they are the ones with least
experience as art educators. The other six experienced the changeover
in educational methodology the BPM implemented in its galleries: Albert
has spent seven years working as an art educator and Miquel ten. Laura
has been working at the museum for eight years and Marina has worked
for fifteen years as an educator, while Clara and Eva both have ten years’
experience as heritage educators. Thus we have a team of participants
with long and well-established careers in the field of art education. 
The technique used for obtaining the results of this study was that of

a semi-structured interview based on a body of 35 questions grouped into
9 thematic blocks. In some of these blocks support questions had been
planned in order to enquire deeper in certain subjects, but in general the
interviews took place in a spontaneous manner and questions were added
as conservations progressed. The educators were given the opportunity
to run through a list of the questions a few days earlier, so that they could
familiarise themselves with what was to be asked. They were also allowed
to not reply to questions they did not want to answer. They were
informed that the interview was expected to last between 75 minutes and
90 minutes, depending on their answers. During the interviews we used
the IPhone voice note application for recording, and we took notes on
individual comments and observations. We accumulated a total of 8
hours, 43 minutes of recording which was later transcribed. 
The field work was carried out during March and April 2016, which

coincides with a period of high influx of visitors to the museum. We
deemed it relevant to evaluate the educators’ perceptions of VTS during
a busier period of their annual workload. The interviews were given by
one of the authors of this article, a co-worker of the participants who is
familiar with the working environment at BPM. This point helped to
obtain information in a more agreeable and sincere manner. To create a
relaxed atmosphere, each educator was asked to choose a place to be
interviewed, with all places being outside the museum. 
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Once the interviews were transcribed and after being read over several
times, the procedure for codifying the strengths and weaknesses of the
VTS method was started, using NVivo 11 software. A thematic analysis of
the content was carried out starting deductively with the interview
questions which pointed us towards major themes; and then codifying
inductively specific replies and establishing themes within the question
areas. To guarantee the internal validity of the data, the authors codified
separately and contrasted said codification, as well as subjecting it to
inspection by external researchers. We have also contrasted the data
obtained with the participants in order to guarantee its validity. After the
categorisation carried out in the initial phase, it was decided to group the
codes into broader topics that were more coherent in relationship to each
other, while endeavouring to maintain the nuances of the questions. A
SWOT chart was compiled to facilitate comprehension of the results in
line with similar heritage studies such as the one by Marín and Cuenca
(2016). On occasion, each educator gave a different answer which, while
providing greater diversity and variation, meant we were unable to
establish any tendencies. 
With regards to ethical considerations, all the participants freely agreed

to take part in the study and for the resulting information to be used for
research. Their anonymity was guaranteed at all times, given that they
are workers actively employed at the museum and we did not want their
opinions to be conditioned by this fact. 

Results

Analysis of the content of the interviews has enabled us to determine
what the participants consider to be strengths and weaknesses of VTS
according to their experience of the method. When expressing the
positive aspects they believe VTS to have, they refer mainly to aspects
relating to the artwork and the school group. However, with respect to
weaknesses, they mainly refer to aspects relating to the educator, the
strategies of the actual teaching-learning system, the context, and, once
again, the public. In the hierarchy diagram (Fig.1) the weight different
strengths and weaknesses expressed by the educators had in the
interviews can be seen.
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FIGURE 1. hierarchy diagram of the strengths and weaknesses of VTS.

Source: compiled by authors. 

As can be seen in the diagram, the most frequent strengths are the
change of roles, and motivation to participate, relating to the school
group. Aspects involving the artworks are also of importance, such as the
creation of dialogue when viewing an artwork, or the improvement of
critical thinking arising from viewing an artwork. The perception that
VTS promotes collective learning is also significant in the interviews. As
for weaknesses, the one that stands out most is the disconnect with the
school due to methodological differences, which is related to a lack of
content and difficulties in learning the VTS method itself. To a lesser
degree, aspects relating to the educators are seen as weaknesses, such as
the excessive responsibility the method requires of them, or the
insufficient training they may have received. Other less important but still
significant weaknesses are the inflexibility of the method and limitations
connected with the context of the BPM itself. 

Strengths of the VTS method 

In general, the positive aspects expressed by the participants are related
to the actual strategies of the educational method and how they favour
learning on the part of the students. 
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Related to student group 

The majority of educators say the method motivates active participation
from students who feel they can express their opinions and
interpretations of an artwork without being afraid of making a mistake.
As an artwork is analysed, observations based on the children’s views are
accumulated, building the self-esteem of the group and each student in
particular. Moreover, the fact that the educator paraphrases each
comment made enables the creation of an atmosphere of exchange
between peers. We can also say that the method increases curiosity and
the wish to continue interpreting artworks. 
The students, accustomed to listening to educators’ explanations, see

that the interpretation of the artwork is derived from their comments. A
change in roles takes place, which was mentioned by almost all the
educators as a strength of VTS. Students acquire a more central and active
role in the proceedings. The pupils are given a voice and they are asked
to think for themselves and share their thoughts. Miquel expressed it as
follows: «(…) it gives the viewer a central role, which is not common in
museums. The viewer is usually passive, and here the viewer is totally
active, right? They take control.» In this sense, Albert commented that for
him the method became a methodological facilitator, since he could
forget about content and focus on motivating observation and reflection
on the artwork. 
With this “taking control” by the group and the awareness of

maintaining a dialogue between all of them regarding the artwork,
collaborative learning occurs: ideas are added to others, students counter
opinions of colleagues and/or stick to their interpretations and go forward
together with a reading of the work. The exchange of roles helps teachers
to question their own classroom methodology and ask themselves
whether enabling spaces for participation and reflection at the school
would provide different results from learning. This transformation of the
views of teachers is especially focused on students since the educators
are often surprised by the reactions of particular children. As Marina says: 

«(…) during the experience, well… (you can see) teachers see some
students in a different way, and that is very satisfying. (…) The
experience piques their curiosity, and sometimes they realise things
could be done differently.» 
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We could say that VTS allows for the discovery of abilities and skills
which go unnoticed in the classroom; leading to the preconceptions to
certain types of school behavior being gradually changed. 

Related to the artwork

The foremost strength indicated by educators is the creation of dialogue
when viewing an artwork. Thus, the joint dialogue entered into by everyone
becomes the focal point of the methodology. The museum space becomes
the ideal place to perform this type of educational activity since it allows us
to view an artwork directly, giving the artwork a centrality and causing the
debate to flow from observations. Moreover, the dialogue is respectful given
that, starting with the educator’s initial question, students listen to their
peers’ contributions and accumulate comments. 
It may seem surprising that we talk about an artwork being awarded

a central role in an art museum as a strength. Indeed some educators
point out that with VTS the artwork is re-established as the principle
element of the educational activity while in other, more transmissive
methodologies, the focus of attention is usually on the content. 
By making the artwork the focal point of our artistic educational

activity, we are enabling two aspects which the educators highlight as
strong points of the method: the contributions to the development of
critical thinking and visual literacy. With respect to the first aspect, the
educator relinquishes the function they commonly have, that of
transmitting content, to centre themselves on stimulating critical
awareness and critical thinking in students. Closely allied to this aspect
we find the positive valuation the participants make of VTS’s contribution
to visual literacy in children; it encourages the construction of meaning
by use of the exploration, critique and reflection inherent in VTS, all
fundamental competencies for decoding images in today’s world. As Eva
points out: 

«Yes this, it encourages reflection. Something that I also insist a lot on,
concentration. I mean, the first instant of observation, for me, is vital.
(…) I think this method makes you stop and take a few minutes in
front of a picture. Something which is almost unthinkable in the world
we live in today.»
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Weaknesses of the VTS method 

On analysing the data some weaknesses of VTS methodology have been
identified. It is also observed that educators with more years’ experience
express more weaknesses in the method, while the two participants with
least experience did not detect any.

Related to the method and its practice 

One of the educators, Laura, told us in her interview that BPM had a
previous educational programme based on methodologies closer to those
used in schools. The educator, like a school teacher, took the central role
in the educational activity and was tasked with transmitting knowledge
to students, whose participation was more limited. However, with the
adoption of VTS some educators, like her, encountered difficulties owing
to its differences from the methodologies used in schools. In her opinion,
for VTS to provide significant learning, preview work in the classroom
should be done before the visit in order to make sense of the work done
in the museum during the activity. 
The difference in methodology between the museum and the school is,

as we have seen in Laura’s example, one of the main weaknesses of
applying VTS in the museum according to the study participants. Another
point is that although one of VTS’s strengths is the active participation of
students and their increased reflection, these aspects may be regarded as
negative since the children are not used to working this way. Another
aspect closely connected to this is what Eva, one of the educators, puts
down to an excessive inflexibility in the method itself. For her it would
be useful to be able to compare an artwork with other artworks or add
information at a certain point, and the fact that the discourse stops at the
point where the school group has taken it is sometimes too rigid. She
says: «It can be spectacular when it works well, but disappointing when
it doesn’t». It does not always work and at times this is due to the
methodology and its practice, while at others it is due to the educator
not having a good day, or the mood of the student group, for example. 
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Related to the educator 

From the group of results relating to methodology and practice can be
derived a series of factors relating to the educator. Our informants often
mentioned that the method transferred excessive responsibility onto the
educator. While it is true that VTS involves the active participation of
students, thereby changing the role of the educator, the educator feels
they are responsible when it comes to encouraging debate and
paraphrasing students’ comments in order to jointly construct an
interpretation of the artwork. Thus Clara told us: 

«The weakness is that a lot falls upon the educator, a lot of the
responsibility for how it works is the educator’s and depending on the
day you’re having, obviously, or if you’ve done several visits back to
back, then you begin to mix up information between one group and
another (…)».

This responsibility is closely connected with another negative point
detected by the educators, which is that they have the feeling of lacking
training and resources, which materialises as two important aspects.
Firstly, they are not sure how much complementary information they can
introduce. Secondly, they feel that while at a theoretical level VTS is
precisely set out, clear and established, in practice situations often arise
which they do not feel able to deal with. The method is dependent on
the reaction of the students, on their observations and interpretations,
and that these, at times, can disconcert the educator who is not equipped
with guidelines for answering them. Clara, for example, wondered how
Philip Yenawine would have reacted in certain situations. She said that,
despite having done her training with him and although the theory is
very precise, it is not clear on how to resolve certain situations that arise
in real life such as: «A child asks you a direct question (…) Obviously, in
practice more things happen [than those dealt with in the theory of VTS]».
This implies that, with certain weaknesses and negative evaluations the
informants end up asserting that these depend on the educator. 
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Related to the students

We have already seen, when discussing the results relating to strengths,
the importance of the role of the student in a VTS session. Owing to this
aspect, when our informants talk about weaknesses, they suggest that
VTS is not suitable for all students since the interpretation of the artwork
only goes as far as the group is capable of taking it. Thus, visits in which
commentary on the artwork is limited to a superficial description may
result in a feeling of an interpretive deficiency, but the educator is not at
liberty to take the description beyond the point the group has left it. The
non-suitability of the method for all types of public is also mentioned by
educators of groups which are not accustomed to speaking and
expressing opinions, or to feeling that they are being listened to. Solid
interpretations are difficult to arrive at since students refuse to express
what they can see, a situation commonly observed in groups of
adolescents. As Laura concludes:

«I think that VTS needs a group to be prepared in the sense of
speaking and listening, so that objectives can be met and they can talk
more about the artwork. [As an educator] you can only go as far as
the group lets you, and often there are groups which are not willing
to go far.»

Related to context

Lastly, it seems worthwhile to bring up a point several educators have
made about the limitations of the actual artworks in the BPM, given that
they mention as a possible weakness in the method some of the paintings
in the museum collection. To a certain degree it is a point about the
method relying on artworks possessing specific characteristics, which
implies a certain limitation on the part of VTS. 

Discussion of results

The general results allow this study to be considered as being in step
with those by Kisida, Bowen and Greene (2015), Ritchhart (2007), and
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those by the Thinking through Art team and the Mira! project. The
educators’ answers have been set out as a SWOT chart for ease of
comprehension and comparison with similar research (table 1).

TABLE 1. SWOT summarising the results of the use of VTS at the BpM.

Source: compiled by authors.

First of all we should point out that the educators we interviewed
mentioned more positive points of VTS than negative, and most of their
declarations centred on aspects that are intrinsic to the method (strengths
and weaknesses). With regards to strengths, and following on from what
Franco and Unhart (2014), Burchenal and Grohe (2007), Ritchhart (2007),
and Pou (2002) have already established, the educators at the BPM rate
positively the respectful dialogue between peers and the collaborative
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learning fostered by the application of VTS at the museum, since it
enables children to listen to each other and jointly construct meaning
together, favouring the acquisition of competencies essential for the
curriculum and real life. The educators also mention as strengths the
attainment of several of VTS’s goals, such as the skill development of
critical thinking and visual literacy, which confirm the results obtained
from evaluations of the application of VTS in primary schools included
in Hailey, Miller and Yenawine (2015), meeting numerous indicators for
the positive evaluation of educational programmes in museums
established by Suárez, Gutierrez, Calaf and San Fabián (2013).
It is also of great interest to contrast the strength which almost all the

participants in the study mention, the change of roles generated by VTS,
with the opinions of leading authors in the field. Thus, while Duke
(2010), Pou (2002), and Burchenal (1998) assert that VTS brings about a
paradigm shift in which the student introduces ideas and observations
while the educator takes on the role of facilitator, Acaso (2009: 111) –
following from López and Kitavinetz (2006) – observe that with VTS the
educator continues to be central to the teaching-learning process. At the
same time, our informants are in agreement with opinions such as the
one included in Burchenal (1998) which demonstrates that children are
aware of this «taking of control». Thus the results of this research lead to
reinforcing the supposition that studies from the more critical sector
(Arriaga, 2008, 2010; Acaso, 2009; López and Kivatinetz, 2006, and
Hernández, 2002) are centred on interpretations of VTS based, possibly,
on a utilisation of the method that may be somewhat unorthodox or
outdated. Another point is that although the more central role of students
implies a lessening of the educator’s role as a transmitter of content, our
informants mention that the putting into practice of the method still
depends to a large extent on the educator, this being a weakness of VTS. 
As for motivating participation, the educators coincide with Ritchhart

(2007), Burchenal and Grohe (2007), and Pou (2002) when they state that
certain strategies of VTS, such as the mediator accepting all opinions as
valid as long as they can be justified via observation of the artwork
(Ingham, 2011), paraphrasing, and encouraging debate, lead to children
feeling more comfortable in museums and wanting to participate more
(VUE Understanding the Basics, 2001), as well as generating self-
confidence and fostering higher levels of self-esteem in those who do not
usually participate in the classroom. 
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Regarding opportunities, it is interesting to note that the application
of the educational method breaks with the traditional dynamic of art
education based on purely transmissive strategies, and offers a new
opportunity for changing attitudes towards art museums, converting them
into spaces open to active participation and reflection. The fact that most
of the participants labelled as strong points those points relating to the
actual dynamic of VTS, such as motivating participation, enabling a
change of roles in the teaching-learning process, creating dialogue when
facing an artwork, and generating collaborative learning, is indicative of
the need for renovation in the field of museum education that employs
strategies involving the students (Grodoski, 2016; Fontal, 2009), another
of the opportunities that are presented with the implementation of VTS. 
We should also bear in mind that although VTS is based on strategies

not frequently used in classrooms (a point which may be considered a
weakness of the method), this has an innovative and motivating aspect
for the student. It also offers teachers the opportunity to change their
perception of their students, allowing them to develop their
communicative skills, and connect their theoretical background with their
practice as educators (Hailey, Miller and Yenawine, 2015).
However, the advisability of these strategies is questioned by authors

such as Burnham and Kai-Kee (2011), and Arriaga (2008), who note as a
weakness the encouragement of viewers to talk about what they see and
think without offering any information or setting any limits to their
interpretation. We agree with López and Kivatinetz (2006: 217) when they
remark «(the method) VTS awards more importance to the fact of
establishing a dialogue than to the actual contents of said dialogue.”
Indeed, the data collected here demonstrates it, especially certain
reservations held by the educators who have highlighted as a weakness
teachers’ lack of understanding regarding the non-introduction of content
or the non-correction of contributions. This difficulty is related to the
methodological diversity of VTS versus schools which, although VTS may
provide a degree of extra motivation due to its novelty, may also be a
stumbling block for its successful use. Both the point that teachers do not
understand the method, and their unhappiness that in their view it does
not provide enough information, repeatedly referred to by our group of
participants, have already been mentioned in previous literature
(Burchenal and Grohe, 2007); Burnham and Kay-Kee, 2011). 
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However, it should not be forgotten that –despite many participants
saying that context of certain artworks does appear, either via the
students’ interventions or provided by them when requested by students–
the objective of VTS is not to supply contextual information concerning
the artwork but to initiate respectful dialogue about the artwork in order
to develop the students’ cognitive and communicative abilities; to use an
artwork to learn to think, not to learn about art. It has been observed
that judgements on VTS are often informed by categorical ideas about
what artistic education should be (Duke, 2010; Arriaga, 2008), when in
reality museum education can be as rich and heterogeneous as the
elements that make up our heritage. In any case, despite the numerous
strategies aimed at training and informing teachers at BPM having
reduced resistance to the application of VTS, results show that there still
exists a significant sector that looks to a museum for a continuation of
curriculum content and school strategies, when, in our opinion, it would
be of more interest to connect the two spheres of learning via the
development of competencies. 

Conclusions, limitations and lines for future study 

As mentioned in the previous section, the results of the interviews with
educators at BPM allow us to conclude that the perception they have of
the implementation of VTS at their place of work exhibits many more
strengths than weaknesses, with the weaknesses being strongly related
to the resistance engendered by the new methodologies in adults and
adolescents who have received their education in transmissive
educational systems. 
The research presented here awards a central role to heritage

educators and, as we have seen, the results are valuable since it is they
who are in continual contact with the reality of education in museum
galleries and experience the process first hand. It is important they are
considered when conducting research centred on heritage education since
they undoubtedly provide further richness to our data, and can assist us
in improving art education strategies in museums thanks to their
perspective as agents who implement these strategies on a daily basis. If
we add to this the scarcity of empirical studies on the application of VTS
which was detected during the revision of the literature, making it
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difficult to apply solidly grounded criticism to the method, the
significance of this study, and those deriving from it in the near future, is
evident. 
Aside from the potential difficulty of establishing trends owing to the

reduced number of educators involved, one of the limitations of this study
is that the data is part of ongoing research and that until 2017 there will
not be a global perspective available to enrich this data and integrate the
voices of all the agents involved via triangulation with observations and
questionnaires. The scarcity of empirical studies of the strengths and
weaknesses of the method may also have conditioned the discussion of
the results obtained. 
It is precisely in this point that lines for future study are to be found.

This article is the tip of the iceberg of a larger investigation that is
expected to shed more and more light on the direction of art and heritage
education as we gradually analyse all the data obtained. 
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Abstract
Introduction: The topic heritage education has considerably evolved in the

last few years. While having a longer tradition in Latin American countries, in
Spain it took off in 2003, when a research trend emerged which, in the wake of
developments in heritage teaching and museum studies, undertook a deep
revision of heritage education practices and enlarged this concept so as to include
a more comprehensive view of this area of knowledge and transform it, after
more than a decade of research, into a scientific discipline. Method: The present
paper analyses the evolution of research on heritage education in Spain as
reflected in high-impact indicators: essentially all standardized landmarks of
scientific research that apply to every field of knowledge and can be extrapolated
to other contexts. In order to do this, we will focus on the completion of doctoral
dissertations, competitive projects awarded funding under national R&D&I calls
for proposals and the publication of scientific papers in internationally recognised
databases WOS and Scopus. Results: The several analyses conducted on these
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three ares of scientific production —both statistic-descriptive and content-based—
enable us to learn about the timeline of PhD dissertations produced in Spain,
competitive projects and papers published in impact journals, as well as the
distribution of these outcomes across the several lines of research; they also make
it possible to draw cross-country comparisons of research outputs on heritage
education as reflected in the WOS and Scopus databases and to trace the
evolution of scientific production by fields and lines of research in order to define
several genealogical approaches to research in heritage education. Conclusions:
Spain has positioned itself as the world’s leading country in terms of scientific
output in the field of heritage education by developing at least four lines of
research involving the following topics: heritage communication, heritage
teaching, heritage education and curricular aspects related to heritage and teacher
training programmes.

Key words:heritage teaching, educational research, doctoral dissertations,
scientometric indicators, bibliometric indicators, evaluation of scientific activities,
fundamental research 

Resumen
Introducción: El tópic educación patrimonial ha evolucionado mucho en los

últimos años. Aunque con mayor tradición en el ámbito iberoamericano, en
España comienza su despegue a partir del año 2003, cuando se inicia una
corriente de investigación que, tomando referentes de didáctica del patrimonio
y museum studies, plantea una amplia revisión de la educación patrimonial y
acoge en el concepto una visión más completa de este ámbito de conocimiento
hasta configurarla, tras más de una década de investigaciones, como una
disciplina científica. Método: Se analiza la evolución de la investigación en
educación patrimonial en España a través de indicadores de alto impacto,
fundamentalmente todos aquellos hitos de investigación científica estandarizados
para todas las áreas de conocimiento y homologables a otros contextos. Para
ello, consideraremos la producción de tesis doctorales, la obtención de proyectos
competitivos en convocatorias nacionales de I+D+i, y la publicación de artículos
en las bases de datos de referencia internacionales WOS y Scopus. Resultados:
Los diferentes análisis estadístico-descriptivos y del contenido en las tres áreas
de producción científica nos permiten conocer la evolución cronológica de la
producción de Tesis Doctorales en España, proyectos competitivos o artículos
de impacto, su distribución según las diferentes líneas de investigación, la
evolución anual comparada por países de la producción de trabajos sobre
Educación Patrimonial en las base de datos WOS y Scopus, la evolución de la
producción científica global por áreas y por líneas de investigación, hasta definir
diferentes enfoques genealógicos de investigación en educación patrimonial.
Conclusiones: España se ha situado como primer país en el ámbito internacional
en producción científica en materia de educación patrimonial, desarrollando al
menos cuatro líneas de investigación en torno a la comunicación del patrimonio,
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la didáctica del patrimonio, la educación patrimonial y los aspectos curriculares
relacionados con el patrimonio y la formación del profesorado.

Palabras clave: educación patrimonial, didáctica del patrimonio, investigación
educativa, tesis doctorales, Indicadores cienciométricos, indicadores
bibliométricos, evaluación de actividad científica, investigación fundamental.

Introduction: Texts issued by international organisations as drivers of

educational actions in the management of cultural heritage 

Tracing the origin of the term heritage education takes us back to Brazil
in the 1960s, when Freire’s ideas about critical pedagogy exerted a clear
epistemological influence. The publication of the Guia básico de
Educação Patrimonial (Horta, Grumberg & Monteiro, 1999) meant an
international breakthrough as well as the consolidation of this approach
at government level (IPHAN) with the aim of preserving cultural heritage
within the framework of identity, memory and popular culture (Gedeon,
2014).
Apart from these Brazilian sources, the international growth of

heritage-related education is tied to the work of UNESCO, whose
successive treaties since 1972 gradually assigned a more relevant role to
education in the context of cultural heritage management. Already in the
Convention concerning the Protection of the World Cultural and Natural
Heritage a whole chapter is devoted to educational programmes
(UNESCO, 1972): an idea that will later inform a series of
Recommendations on Participation by the People at Large in Cultural Life
(UNESCO, 1976). In 2001 significant progress was made by establishing
a connection between the concept of identity and education (UNESCO,
2001) –the latter playing a key role among the Measures to combat
intentional destruction of cultural heritage, whereby States were urged
to “endeavour, by all appropriate means, to ensure respect for cultural
heritage in society, particularly through educational, awareness-raising
and information programmes” (UNESCO, 2003, p. 67). 
Also the Council of Europe —through its conventions, declarations

and recommendations- has shifted from a residual conception of heritage
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education to an understanding of it as an axis of heritage sustainability.
The key year in this regard is 1998, when the first recommendation
concerning heritage education was issued including the statement that
educational actions in the field of heritage provide an ideal way to endow
the future with meaning by providing a better understanding of the past.
In this recommendation, education is defined from an innovative
perspective, since mention is made of a heritage-based teaching method
that engages active procedures and interdisciplinary approaches while
seeking the integration of several educational areas and the use of the
widest possible range of communication and expression modes (UE,
1998, p. 31). In 2005, heritage policies and educational schemes were
described as an axis capable of securing our cultural inheritance and
promoting dialogue among cultures and religions (UE, 2005, p. 1).
Additionally, emphasis was laid on the need to integrate cultural heritage
across all educational levels and not necessarily as a subject of study, but
rather as a resource (UE, 2005, p. 5).

Heritage education in Spain: from an area of knowledge to a
scientific discipline 

Conceptually aligned with the above-mentioned international texts,
Colom defines heritage education as “the educational action performed
on the collective assets possessed by our generation —inherited or
acquired assets which we nonetheless want to maintain and preserve,
since we either endow them with value or regard them as valuable in
themselves” (Colom, 1998, p. 129) [our translation]. Comprising the
notions of transmission and inheritance, his definition underscores the
mediating role of education in this process of intergenerational
transference. But it was not until 1999 that the term “heritage education”
first appeared in the domain of research (Bardavio, 1999), even though
the first doctoral dissertation explicitly dealing with the need to give
shape to heritage education as a research discipline would not be written
until 2003 (Fontal, 2003b). Before that time, the notion of heritage
education was basically restricted to heritage-related teaching and, as
such, it was dealt with in terms of contents to be included in several other
instructional disciplines, specifically in connection with the Social
Sciences and Plastic Expression. 
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Heritage education’s take-off as a discipline in its own right resulted
in several models which, while often running in parallel, converged over
time into a holistic, identity-driven approach (Cuenca, 2002) based on the
notion of bonds and relationships between assets and people. Such a
conceptual shift indeed reflects the very evolution of the concept of
heritage. Thus, the instrumental or utilitarian model includes all those
proposals related to heritage or heritage management where educational
action is purely and instrument or a means to non-educational ends, as
we very often see in tourist settings. On the other hand, the historicist
model, while already caring for education-bound goals and even specific
methodologies, focuses exclusively on teaching-learning processes in the
sphere of historic heritage, thus attaching importance to the heritage asset
itself –especially as regards its conceptual dimension— and promoting
academic knowledge about it. The mediationist model, in turn, has clear
educational goals concerning heritage, since it regards the need for
mediation between heritage and society as something inevitable and even
independent from other heritage management goals. This model leads to
the kind of community-based approaches that are so common in Latin
America and is connected to the symbolic social or identity-based model
insofar as it sees heritage as a key player in the symbolic processes that
underpin the construction of identity (Fontal, 2003b, pp.129-158). Finally,
when extended and expanded, the latter approach leads to the bond-
based model:one currently in the making and based on the notion of ties
or bonds between heritage assets and people. 

High-impact indicators

All of this research work is reflected in the scientific output within this
area. In order to assess the latter, which is the main goal of the present
paper, we have selected a series of high-impact indicators that will make
it possible for us to establish connections between research outputs in
the field of heritage education and the latter’s surrounding environment.
More specifically we will focus on three categories: the completion and
public defence of doctoral dissertations, the competitive projects awarded
funding under R&D&I calls for proposals and the citation of scientific
papers in international reference databases.All three indicators possess
special characteristics and also specific limitations, yet they provide broad
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parameters regarding level of accomplishment, peer review, competitive
context (projects and papers) and commitment to accountability.While it
is true that each of these indicators seeks different goals and may be
separately questioned as regards its reliability, by performing a
triangulation of the data they provide as collected in sectoral studies, it
should be possible to produce a valid picture of the current state of
research in this area of knowledge and to identify the main lines of
inquiry in a way that allows for generalisation.
The main aim of this paper, therefore, is to study and assess the

scientific production in the field of heritage education by focusing on
high-impact indicators. Such an aim involves identifying the main
research lines, gauging the international significance of this output and
establishing a series of research genealogies that reflect the growth of
this field of study and anticipate future lines of inquiry.

Method

For data-collection purposes, we have resorted to specific databases for
each type of scientific production. In the case of doctoral dissertations,
we have used the Teseo database run by Spain’s Ministry of Education,
Culture and Sports and containing records for all dissertations produced
in this country since 1976. For the competitive projects funded in the
framework of national research plans, we have used data from the
Ministry of Economy and Competitiveness (more specifically, the
resolutions awarding grants-in-aid for research projects within the last
two national research plans). Finally, regarding the production of
scientific papers, we have drawn on databases Web of Science (WOS)
and Scopus.

Methods for data analysis

For all three types of scientific production, we have performed descriptive
statistical analyses as well as content analyses in order to identify the
range of topics and the lines of research that have given shape to heritage
education in Spain, with a special focus on the period between 2008 and
the present time. However, some data searches have demanded an



extension of this timeline in order for us to learn about previous
references and modes or to gather a sounder understanding of historical
developments. 

TABLE I.  Databases, searched periods and methods for data analysis

source: own elaboration

Procedure

The process of data collection and analysis includes a first phase where
we focus separately on each one of three types of scientific production
under scrutiny by performing descriptive statistical analyses after the
model proposed by López-Noguero (2002). In order to do so, we have
employed both the technique known as subject identification and
classification and the search for words in context. We chose to use a
categorical classification deriving from normative references developed
in previous studies (Fontal, 2011; Fontal 2016a), so that those categories
become subject descriptors that in turn guide our sample selection.
According to this procedure, such categories were subject to scrutiny and
discussion by the “encoding judges” —i.e. the researchers in projects
EDU2012-372122 who are experts in educational research methods and
acted as “referees who supervised analysis reliability and helped us
outline and enrich the several categories” (López-Noguero, 2002, p. 176)
[our translation]. 
In order to generate the latter, we followed the categorising criteria
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(2) Educación patrimonial en España: consolidación, evaluación de programas e internacionalización del
observatorio de educación patrimonial en España (OEPE). 



proposed by Berelson (1952) and thus created homogeneous, exhaustive,
exclusive objective and pertinent categories. Again following this model,
we secured reliability and reproducibility by having the encoding judges
apply the same previously defined categories in order to avoid discordant
interpretations (Krippendorf, 1997). The level of reliability thus achieved
was 93%-95% on Fox’s scale (1981). Following once again the model by
López-Noguero (2002), we searched for content validity (Fox, 1981) in
order for researchers to be able explain the reasons for the proposed
categorisation by arguing the case for a number of rules applied in the
selection of categories on the basis of homogeneity, inclusion, usefulness
and mutual exclusion (López-Noguero, 2002,p. 177).

TABLE II.  subject categorisation

source: own elaboration
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(3) After conducting a case-by-case analysis, the correspondence between SGs and RLs is as follows: Cases in
SG1+ cases in SG2 + cases in SG4 + cases in SG5 + cases in SG6 = L1; cases in SG4 + SG5 = L2; SG3 + cases
in SG6 = L3; cases SG1 + cases SG4 = L4.



During the second phase of our study —and on the basis of results
thus obtained— we performed a triangulation (Arias, 2000) that enabled
us to identify a number of active productive hubs, their relationships and
their degree of incidence. In this way we were ultimately able to arrange
them into several research genealogies in the field of heritage education.
Next follows a series of additional details concerning the procedure used
for each type of scientific production: 

Doctoral dissertations

We conducted our search by tracing the subject descriptors (See II) in
the TESEO database entries for titles and abstracts. Additionally, and
bearing in mind the specific limitations of this database, we performed
an extended search by dissertation supervisors. Once the set of
dissertations related to heritage and education had been adequately
selected, the sample was further cleaned up following a critical reading
of abstracts by focusing on dissertations with a clear intent to analyse
heritage-related educational processes.

Competitive research projects

Using the same parameters, we downloaded all final resolutions by the
Subdirectorate General for Research Projects (Subdirección General de
Proyectos de Investigación) at the Ministry of Economy and
Competitiveness (formerly called Ministry of Economy and Finance)
concerning grants-in-aid awarded between 2008 and 2015 in the
framework of the last two national research plans. As with doctoral
dissertations, we performed a similar search by subject descriptors
followed by content analysis in order to refine the final sample. 

Scientific papers

The impact factorfor journals is the bibliometric index most commonly
used to evaluate and compare scientific output across countries (Buela-
Casal, 2013, 23). For the purposes of our analysis in this regard, we limited
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our search to databases that are credited with a high impact among the
scientific community in the educational sciences. In order to do this, we
followed the criteria set by Spain’s National Commission for Research
Evaluation (CNEAI) in order to grant recognition for six-year periods of
research accomplishment, whereby WOS and Scopus qualify as high-
impact databases. The depth and breadth of these databases, as well as
their international character, made it possible for us to conduct a more
thorough and focalized search than in the previous areas, so that we
exclusively targeted at Heritage Education as Subject Descriptor, Subject
Group and Line of research. 

Results

The following presentation of results will be divided into three sections
—respectively for each one of the areas of scientific research under
scrutiny— succeeded by a triangulation of all three types of observations. 

Doctoral dissertations

Our search generated a sample of 52 doctoral dissertations comprising
from the earliest item on Education and Heritage back in 1995 to
dissertations resulting from the termination of the old PhD programmes
in 2016 (See Chart I).
The analysis of this output from the point of view of the four lines of

research defined above (Heritage Education, Heritage Didactics, Heritage,
the curriculum and teachers, and the more comprehensive Education
and Heritage) shows that, in terms of absolute figures, there is some
balance across them.The first two research lines, respectively represented
by 17 and 14 dissertations, reflect explicit criteria regarding the
authors’own stance toward both concepts (Ibáñez-Etxeberria, 2006); as
for the remaining two, one corresponds to a more generic segment,
including 12 dissertations that do not fit into other fields, while the other
is a more specific line of inquiry responsible for 9 studies on curriculum-
centred subjects or dealing with the topic of teacher training (See Table
III).

Fontal, O., Ibañez-Etxeberria, A. REsEARch On hERItAgE EDUcAtIOn. EVOlUtIOn AnD cURREnt stAtE thROUgh An AnAlysIs OF hIgh IMPAct InDIcAtORs

Revista de Educación, 375. January-March 2017, pp. 176-205

Received: 06-06-2016    Accepted: 07-10-2016
185



CHART I. chronological evolution of PhD Dissertation production in spain (1995-2016) on the

subjects Education and heritage (inclusive criterion) and heritage Education (restrictive criterion).

source: own elaboration

TABLE III. Distribution of PhD Dissertation production in spain (1995-2016) by lines of research.

source: own elaboration

If we now focus on the descriptorHeritage Education, we see that one
third of our sample (18 papers) include this concept either in their titles
or in their abstracts. Interestingly, the first explicit reference goes back
to 1999, although it barely consists in the use of the term Heritage
Education in the abstract of a paper that rather deals with curricular
design, which is why we eventually excluded it from this dataset. The
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remaining 17 papers strictly qualified as research work on heritage
Education. Among them, 12 included the term in their titles while some
other 2 used broader yet equivalent phrases like “Education and Heritage-
Related communication” or “Artistic and Heritage-Related education”. In
the remaining 3 items, the term appeared in the paper’s abstract. By
tracing the genealogy of this doctoral output, we learn that the research
line Heritage Didactics encompasses 14 dissertations, 10 of which were
written at the University of Barcelona under the supervision of
J.Santacana and X. Hernández, to which one must add the former’s own
doctoral research. The research line Heritage Education, on the other
hand, includes 16 records and shows a more evenly distributed picture,
although its genealogy features more interrelations and one focal point
in Valladolid (with 7 dissertations supervised by O. Fontal plus her own
doctoral research on the subject). Other relevant hubs would be Huelva
and the Basque Country (See Image I). Finally, the line of research named
Curriculum and teacher training features 9 theses, Huelva and Oviedo
(under the respective supervision of J. Estepa and R. Calaf) being the
most outstanding locations. Otherwise, as was to be expected with such
a generic line of inquiry, there are no focal hubs and the same research
topics appear recurrently. 

Competitive research projects

In order to analyse scientific production resulting from R&D&I
competitive projects receiving national grants-in-aid, we scanned the data
for Spain last two research plans. Thus, descriptor follow-up of the
National R&D&I Plan(2008-2011)4 reveals that there were 5 projects
directly related to heritage and education. On the other hand, the State-
funded Scientific and Technical Innovation Plan, 2013-2016, supported
5 projects that were directly related to heritage education over a period
of 3 years. If we focus on the timeline of these developments, we will
see that 2011 and 2015 were the years with the highest number of
projects being developed on this topic, respectively 6 and 4. And if we
break down the whole set of projects according to lines of research (See
Table IV), we realise that the more generic L1 included 6 projects by
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(4) It spans over a 5 year period becauses it was extended until 2012.
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contrast with 5 projects fitting into L3 (Heritage Education), 4 in L2
(Heritage Didactics) and 1 project falling into category L4 (Heritage and
the curriculum). Regarding the occurrence of the specific descriptor
heritage education in the projects’0 titles, we find 6 projects meeting this
requirement, 3 of which were implemented successively at the University
of Valladolid (2009, 2012 y 2015), while 2 were developed at the
University of Huelva (2008 and 2015) and one was affiliated with the
University of the Basque Country (2015).

IMAGE I. genealogy of Doctoral thesis defended in spain (1995-2016) within the descriptor

heritage Education. (Dated contributions fall under the descriptor Education and heritage).

source: own elaboration



TABLE IV. list of research projects by year and line of research.

source: own elaboration

Scientific papers

Finally, as far as scientific papers are concerned, we limited the scope of
our analysis to the descriptor and line of research employed in
international standard terminology —i.e., Heritage Education. We
consequently searched what are currently the main two international
databases, Web of Science (WOS) and Scopus so as to contextualise
Spain’s output in this field against the backdrop of global research. 
As regards WOS, our search for the descriptors “Educación

Patrimonial”, “Educaçao Patrimonial” and “Heritage Education” indexed
within the All Databases category produced 123 records spanning from
1988 –when the first citation is dated— down to 2016. Out of those 123
publications, only 9 (7%) predate 2004, while 77 are included in the WOS
Core Collection, by contrast with some other 26 that are part of Latin
America’s digital database SciELO.
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CHART III. chronological evolution of scientific paper production on the subject heritage

Education as reflected in the WOs database (1988-2015).

source: own elaboration

If we now focus on the core collection, from among the 77 identified
records, 44 correspond to papers published in scientific journals, to which
we must add some other 3 records including reviews and editorials
likewise published in journals but not qualifying as papers proper. The
remaining records include 28 proceedings and 2 book chapters. A review
of papers on an individual basis allows us to refine our database so as to
include 43 items. 
More specifically about the papers themselves, it can be observed that

during the earliest phase scholarly publishing on Heritage Education is
completely occasional, with three references in 1988, 1995 and 1999.
Starting in 2004, there begins a second phase involving a steady academic
output up to 2010, with an average of between 0 and 2 published papers
every year. It is in 2011 when scientific production eventually takes off
with 5 papers —twice as many as the previous yearly output— , even
though this trend had two exceptions: 2014 only saw one paper
published, while in 2015 there were as many as 16 —the result, as we
shall discuss next, of including new database ESCI within the WOS
repository. 
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Within the WOS databases, the main world referents are SCI and SSCI,
since these include journals accumulating JCR impact factors. However,
for the purposes of our study the AHCI is equally important, since, while
not providing such a factor, the journals included in this citation index
are considered to have a high impact in the Humanities and the Social
Sciences. All three sub-databases supply a steady output overtime, with
32 items corresponding in distribution terms with the three main phases
described above. A specific case is the latest incorporation of WOS to its
main collection, ESCI: a new database without an impact factor which
includes emerging journals that are being evaluated with a view to their
inclusion in the three major databases. Incorporating for the first time
ESCI within the scope of our search for 2015 has had a multiplying effect
in heritage education output collected in WOS, with 12 records including
a special monograph on the subject. 
If we analyse the 43 papers by area of knowledge, we observe that 20

of them fall into de area Education-Educational Research, to which we
should add some other 4 in the area Psychology-Educational Psychology.
Among the remaining areas involved, mention must be made of
Archaeology (4 papers) and Environmental Sciences & Architecture (3
papers). Other areas are only anecdotically present, with one mention
each. 
As for Scopus, the total number of references found —once notes,

reviews and revisions have been scrubbed from the database— is 112
papers published between 1999 and 2016, of which 24 are proceedings
and the remaining 88 are papers published in scientific journals5. These
findings show a sustained development overtime: during an early phase
in the late 20th century we see occasional publications followed by a
productivity peak in 2004, with 3 published papers that year; it was not
until 2008 when such an output multiplied by two, thus kickstarting a
second phase extending into 2013 with 6-9 papers being published every
year. Since 2014 onwards, records exceed 10 papers a year against a
backdrop of geometric progression, with 19 papers published in 2015
and 6 during the first four months of 2016. 
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(5) 8 of them were reported as revisions, but are indeed papers.



CHART IV. chronological evolution of scientific paper production on the subject heritage

Education as reflected in the scopus database (1999-2015).

source: own elaboration

Despite the specific characteristics of each database, including the
WOS sub-databases, we may observe that the evolution remains similar
in all cases and steady overtime, while the global development reflects
worldwide patterns. 
If we focus on the authors’ distribution by country, we will see that in

both databases we find the same pattern, the exception being the large
slot taken by US papers in Scopus, where America ranks second country
by number of published papers, while in the WOS database it only ranks
fourth with 25% of records. In both cases, the ranking is topped by Spain,
respectively with 17 and 15 papers, followed by Brazil with 11 and 8 in
absolute figures. As far as Scopus is concerned (and aside of Spain’s
overrepresentation by comparison with US figures), countries like Turkey,
Italy, Great Britain and Portugal —and to a lesser extent China, France,
the Netherlands and Greece— are well positioned within the second
group of academic publishing countries, whereas in the WOS database
that slice is taken up by China, the US and Canada —and to a lesser
degree by France and the Netherlands.
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CHART V. comparative chronological evolution of scientific paper production on the subject

heritage Education as reflected in databases WOs and scopus (1988-2016)

source: own elaboration

CHART VI. Cross-country comparative evolution of scientific paper production on the subject

Heritage Education in databases WOS (main collection) and Scopus (1988-2016)6.

source: own elaboration
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(6) Note: Only countries represented in both databases appear in this graph.



If we now focus on the affiliation of the Spanish production, we can
observe that it is highly concentrated around two main hubs. Thus, of
the 17 papers having a Spanish affiliation, 15 were produced in Spain
itself, while 2 are occasional contributions appearing in as many
publications, one Brazilian and the other one Portuguese. As for the 15
papers published in Spain, 7 come from the University of Huelva (Cuenca
& Lopez-Cruz, 2014; Estepa, Ávila & Ferreras, 2008; Estepa, Ferreras,
Lopez-Cruz & Morón, 2011; Jiménez, Cuenca & Ferreras, 2010; Ferreras
& Jiménez, 2013 and Martín-Cáceres & Cuenca 2011, 2016), while some
other 5 were produced at the University of Valladolid (Fontal, 2016a ,
2016b; Fontal & Gómez-Redondo, 2016; Fontal & Juanola, 2015 and
Gómez-Redondo, 2014). Additionally, some of latter scholars also took
part in a collaborative work led by the Basque Country, so that all in all
both production hubs are responsible for 13 from a total of 15 published
items. The remaining 2 were produced at the University of Valencia
(Huerta & Hernández, 2015 and Mengual, Payá & Roig, 2015).
As for the 15 papers included in WOS, Huelva is again leader with 7

papers by the same authors (those mentioned above plus Martín-Cáceres
& Cuenca, 2015), followed by Valladolid with 4 papers by Fontal (those
mentioned above plus Fontal & Ibáñez-Etxeberria, 2015). The remaining
4 papers were produced by the Basque Country, Zaragoza and Barcelona
(Vicent, Rivero & Feliu, 2015), Valencia, the Autonomous University of
Madrid (Asensio, 2015) and Murcia (Pinto & Molina, 2015).

Global scientific production

In order to conduct a global study on scientific production, we will focus
on the period 2008-2015, which coincides with the implementation of the
national plans that were our object of study and where the bulk of this
scholarly output is indeed concentrated. If we attend to the three types
of scientific production under scrutiny, the overall evolution for this
period is certainly remarkable, since it moves from 5 items in 2008, to 15
in 2015.

Fontal, O., Ibañez-Etxeberria, A. REsEARch On hERItAgE EDUcAtIOn. EVOlUtIOn AnD cURREnt stAtE thROUgh An AnAlysIs OF hIgh IMPAct InDIcAtORs

Revista de Educación, 375. January-March 2017, pp. 176-205

Received: 06-06-2016    Accepted: 07-10-2016
194



CHART VII. Evolution of scientific production by types of output 

source: own elaboration

It is worth noting, with regard to doctoral dissertations, that in January
2016 5 such theses were defended which had been deposited in 2015, so
that the projection is for this tendency to continue rising, with 7
dissertations defended during the first fourth months of 2016 alone. 

Discussion and conclusions 

Clearly, then, there is a tendency for heritage education research to grow
in the light of the last 8 years’ exponential increase in the volume of
global scientific production. Particularly the rise in the number of R&D&I
projects and doctoral dissertations specifically related to the descriptor
heritage education leads us to expect a significant expansion of scientific
production over the next decade: all the more so if we pay attention to
the research profiles that are being encouraged by several teacher
evaluation bodies (Cuenca & Estepa, 2013). 
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Regarding subject trends, there is a distinct tendency to produce
research work focused on the very concept of heritage education: a
pattern reflected in published papers, competitive research projects and
doctoral dissertations. 
Finally, as far as the genesis of such research work is concerned, it

seems clear that the funding of R&D&I projects (in turn the prelude to
the production of dissertations and papers) is fulfilling its purpose. The
pattern here is distinctly cyclic, meaning that the projects’ early steps
overlap with the defence of doctoral dissertations and the publication of
papers resulting from the previous project, as is illustrated by the cases
of Huelva, Barcelona and Valladolid.

Heritage Education research genealogies

If we bear in mind the content of research in terms of subject groups and
lines, as well as the concept of heritage education that underpins such
research work and the latter’s goals and methodological approaches, we
may posit as many as four generalogies of inquiry.

(Re)Conceptualising research genealogy

This is an approach which, on the basis of the previous models in all
three types of scientific production, gradually incorporates revisions,
conceptualisations and even a tendency towards interdisciplinarity and a
conceptual revision of heritage education’s epistemology (it roughly
corresponds with SG3 and SG6 as well as with L3). Thus, in Fontal
(2003a) we come across such a reconceptualisation of heritage, the
definition of a disciplinary genealogy for heritage education and the
setting up of a procedural sequence concerning awareness-raising
processes involved in heritagisation phenomena leading to the modelling
of heritage education. Ibáñez-Etxeberria (2006), on the other hand,
further probes into this idea and also discusses the relative positions of
Heritage Didactics and Heritage Education. The contribution of Gómez-
Redondo (2013) lies in extending heritagisation into identity-construction
phenomena. This is a conceptual framework that been mainly shaped
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under the umbrella of research projects EDU2009-0967977, EDU2012-
372128, EDU2015-65716-C2-1-R9 and EDU2015-65716-C2-2-R10. It is
connected to the premises of the sociological imaginary as drawn from a
number of links with the Sorbonne’s line of research (Falcón, Fontal &
Torregrosa, 2015).
Marín-Cepeda (2014) outlines a heritage education model based on

diversity and even argues for the possibility that heritage education could
rest on the principles of universal design, a suggestion further
materialised in the HEM-INMO model (Fontal & Marín, 2016). De Castro
(2016) advocates an activism resulting from project-based work and
specifically defines informal learning in formal settings; Maldonado (2016)
approaches the extension of Heritage Education into the interconnected,
frontierless digital world of social networks, and Sánchez-Ferri (2016)
incorporates the concept “bond-building”, which stems from research
output on a heritage education model focused on the creation of
community ties around heritage. 

Genealogy of didactic-contextual research

This area of inquiry focuses on the didactics of heritage, didactic
museography and interpretation processes, and heritage communication
and dissemination as major epistemological axes. Research outputs are
transfer-oriented and closely linked to localised contexts (they correspond
to SG5 and SG6, and with L2). In this model we may trace an evolution
in the use of the concept “heritage didactics” with a shift towards the
notion of heritage education —a shift that is even reflected in R&D&I
projects led by teams mainly affiliated with the University of Barcelona
(EDU2008-0042711, EDU2011-2868412 and EDU2012-3529913). Noteworthy
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(7) Observatorio de Educación Patrimonial en España. Análisis integral del estado de la educación patrimonial
en España.

(8) See note 2.
(9) Evaluación de los aprendizajes en programas de educación patrimonial centrados en los procesos de
sensibilización, valorización y socialización del patrimonio cultural.

(10) Evaluación de programas y evaluación de aprendizajes en los ámbitos no formal e informal de la educación
patrimonial.

(11) Museografía didáctica e interpretación de espacios arqueológicos.
(12) Musicalización didáctica de espacios patrimoniales a partir de aplicaciones reactivas con contenidos

multiplataforma…
(13) Desarrollo de estrategias y técnicas didácticas a partir del patrimonio y la arqueología del conflicto …



in this regard is the close involvement with museum settings and heritage
spaces, as well as the extensive development of the concepts heritage
didactics and didactic museography featuring in numerous publications
in journals like Iber, Her&Mus or in monographs published by Trea, with
a special series on the subject. This line of inquiry has produced a large
number of doctoral dissertations (Santacana, 1995; Sospedra, 2005;
Almazán, 2008; Llonch, 2010; Coma, 2011; Selma, 2014; Grevtsova, 2016)
that in turn have spawn further doctoral research supervised by their
authors, thus providing continuity for this field of study. 

Genealogy of evaluative research

Research work engaged in this approach focuses on the evaluation of
educational programmes conducted in museums and heritage spaces from
both a quantitative perspective —where Asensio leads the way with
several publications (Asensio & Asenjo, 2011; Asensio & Pol, 2002)— and
a qualitative one , including relevant projects like SEJ2006-15352/EDUC14,
EDU2011-2783515 or the above-mentioned EDU2012-37212, EDU2015-
65716-C2-1-R and EDU2015-56716-C2-2-R16). The latter have generated
doctoral dissertations and international impact papers (Calaf, Gillate &
Gutierrez, 2015; Suárez, Calaf & San Fabián, 2014). Indeed this chapter
includes a remarkable PhD research output (Martín Cáceres, 2012; Pérez-
López, 2014; Vicent, 2013; Gillate, 2015). On the whole, this area of study
has produced a solid methodological output in the field of heritage
education, where there was a lack of consistent research work around
educational processes and results, including a number of highly relevant
contributions (Cuenca, Martín-Cáceres, Ibáñez-Etxeberria & Fontal, 2014;
Ibáñez-Etxeberria, Gillate & Madariaga, 2015; Ibáñez-Etxeberria, Vicent
& Asensio, 2012; Ibáñez-Etxeberria, Vicent, Asensio, Cuenca, & Fontal,
2014; Gillate, Madariaga & Vicent, 2014; Vicent, Ibáñez-Etxeberria &
Asensio, 2015) 
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(14) Lazos de Luz Azul: estándares de calidad en la utilización de la tecnología para el aprendizaje en museos
y espacios de presentación del patrimonio

(15) Evaluación cualitativa de programas educativos en museos españoles.
(16) Evaluación de programas y evaluación de aprendizajes en los ámbitos no formal e informal de la educación
patrimonial.



Emerging lines of research in heritage education 

Bearing in mind the lines of research that have been pursued thus far
and their several genealogies, as well as their respective outputs and
research interests against the backdrop of the major lines of inquiry
described in the research programme on heritage education included in
the National Education and Heritage Plan (Domingo, Fontal & Ballesteros,
2013, p.14 & ff.), we may discern two major research axes, one including
already consolidated proposals —illustrated by the evidence found for
the several types of scientific output— and another one currently
emerging with proposals that either still await to be tackled or have not
been fully developed and require additional and deeper treatment. In this
way, one of the most consolidated research lines (which in turned has
helped shape this area of study as an academic discipline) revolves
around the epistemology and modelling of heritage education. Equally
settled are lines of inquiry related to the observation, analysis and
evaluation of heritage education; the integration of Information and
Communication Technologies (ICTs) into the new teaching-learning
models; the innovation in resources and tools for the interpretation of
heritage; the analysis of the treatment given to heritage by educational
legislation as well as the evaluation of the degree of compliance with
regulations by both implemented programmes/actions and teaching
materials and resources employed in such initiatives. 
On the other hand, and to judge by the appearance of doctoral

dissertations and R&D&I projects on a number of newer topics, there are
several lines of research that, while not yet fully consolidated, may qualify
as emerging: those related to the evaluation of impacts caused by the
media, the social networks and other virtual communication channels on
heritage education in society; the emerging educational models and
innovative didactic designs and applications in tune with texts issued by
UNESCO and the European Union; the integration of Information and
Communication Technologies (ICTs) into the new teaching-learning
models where technology is used as a management tool (and not as a
medium) by resorting to processes of simulation, alteration or production
(virtual learning environments, augmented reality, geolocation, etc.); and,
finally, the study of specific evaluation models targeted at measuring
programmes, processes and learning outcomes around heritage
education. All of which, with proper support from regulations, national
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heritage plans and national research plans, will shape the direction of
research work on heritage education over the next decade. 
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Abstract
Educational assessment has experimented an important boom in the last decades,

exposing educational systems to increasingly exacting demands. As a consequence,
movements as school effectiveness and accountability have flourished. Within this
context, the analysis of the results of academic performance have been object of many
studies, especially in those Spanish Regions where assessment instruments have been
developed for a longer period of time. However, rarely the analysis of these results is
made from a spatial perspective. The present study analysed the results of CDI tests
made in Community of Madrid in 6 grade of Primary School including the spatial
dimension. Because of that, through the usage of thematic maps and local indexes of
spatial autocorrelation (LISA), the results obtain for the public, state-subsidised and
Private schools were analysed in CDI test in and 2013/2014. The results revealed the
existence of spatial clusters where schools present a high spatial correlation on high
values (high academic performance) as well as low values which socio-demographic
factors that motivate these spatial patterns. Positive and negative anomalies were also
detected, including schools with higher and lower values than expected in regards to
their neighbourhood. All these findings can be useful for a better understanding of
explicative factors explaining academic results, as well as for revealing schools whose
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internal characteristics may help to improve academic results within their spatial
context.

Keywords: CDI Tests, spatial autocorrelation, spatial analysis, academic
performance; Community of Madrid.

Resumen
En las últimas décadas se ha producido un auge de la evaluación educativa, lo

que supone que los sistemas educativos sean sometidos a demandas cada vez más
exigentes. Esto deriva en fenómenos como la rendición de cuentas o la persecución
de escuelas eficaces para satisfacer esas necesidades. En este contexto, el análisis de
los resultados de rendimiento académico ha sido objeto de múltiples estudios,
especialmente en aquellas comunidades autónomas donde se realizan pruebas de
rendimiento en etapa primaria desde hace más tiempo. No obstante, en muy pocas
ocasiones el análisis de dichos resultados se realiza desde una perspectiva espacial.
El presente trabajo realiza un análisis de los resultados de las pruebas CDI realizadas
en 6º de primaria en la Comunidad de Madrid incorporando la dimensión espacial.
Para ello, mediante el empleo de mapas temáticos e índices de autocorrelación
espacial locales (LISA), se analizaron los resultados obtenidos por los centros
educativos de carácter público y concertado/privado en las pruebas CDI para el curso
2013/2014. Los resultados revelaron la existencia de agrupamientos espaciales donde
los centros presentan una alta autocorrelación espacial tanto de valores altos
(rendimientos académicos elevados) como bajos (rendimientos bajos) lo que muestra
la existencia de factores sociodemográficos de carácter espacial que motivan dichos
resultados. No obstante, también se reveló la presencia de anomalías positivas y
negativas, entendidas como centros con valores más altos o bajos de lo que cabría
esperar según su entorno, donde esos mismos factores no ejercen una influencia tan
determinante. Estos resultados son de utilidad para ayudar a entender los factores
explicativos del rendimiento escolar en la Comunidad de Madrid, así como para
identificar aquellos centros cuyas circunstancias internas o variables intraescuela
favorecen la presencia de resultados elevados en su contexto. 

Palabras clave: Pruebas CDI, autocorrelación espacial, análisis espacial,
rendimiento académico, Comunidad de Madrid

Introduction

There is no need here to emphasise the strategic value of education and
training in modern societies for optimising the «productive capacities» of
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individuals, in order to maximise the productivity of different countries
(Ruiz, 2011). Recent decades have seen a boom in educational evaluation,
considered in terms of a tool for social change, economic development
and the production of knowledge which means that education systems
are subjected to increasingly exacting demands. Taken as a whole, these
systems must respond to the demands that citizens and societies make of
them, according to the phenomenon known as accountability (e.g.:
Baker, 2009; Escudero, 2006). Various approaches have developed within
this context of evaluation, including studies of effective schools (e.g.:
Murillo, 2000; Ruiz de Miguel, 2009), which are considered to be those
that achieve good results for their pupils (Muñoz-Repiso, 1997) and
evidence-based management (EBM) (e.g. Oakley, 2002; Slavin, 2002),
considered to be the need to adopt the best available evidence in order
to make the best decisions (e.g. García del Junco, 2004; Pfeffer and Sutton,
2006).

Different international means of assessment of knowledge have been
developed within these approaches. One of the most well-known is the
PISA report, which has had unsatisfactory results for students in general,
and for Spanish students in particular (OECD, 2013a and 2013b). In the
specific case of the Community of Madrid, the negative results were also
highlighted by the Madrid Educational Inspectorate, which found that in
year 6 of primary education, 6.6% of the students had to repeat the year
in the 2003-2004 academic year; 16.1% failed Spanish Language and
17.2% failed Mathematics. This meant that a significant percentage of
students began their compulsory secondary education with learning
difficulties in core subjects. These figures led to the approval of Order
5420-01/2005 of 18 October, regulating the General Plan for the
Improvement of Essential Skills. 

To comply with this order, the Ministry of Education of the Community
of Madrid has carried out the Essential Knowledge and Skills Tests (CDI
Tests) for students in the sixth year of Primary Education and the third year
of Secondary Education since the 2004-2005 academic year, with a twofold
objective: to monitor the degree to which the knowledge and skills
considered essential for each stage of education are acquired, and to
provide families with information about schools’ educational performance
in order to foster free choice between them (Ministry of Education, Culture
and Sport, 2006). The census-based nature of the test means that all
students enrolled in both public and private schools have to take it.
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During the period of over ten years in which the CDI tests have been
carried out, various studies have analysed different aspects directly related
to the test results. Some have analysed the influence of economic factors
on the results (Trillo, Pérez and Crespo, 2007); others have focused on
the intensity of competition between schools and its effects on academic
achievement (Molina, 2015); meanwhile, others have considered the
influence of the parents’ level of education (e.g. Doncel, Sainz and Sanz,
2012; Ruiz, 2011); the impact of bilingualism on academic achievement
(Sotoca, 2014), etc.

Some of the variables analysed in previous studies have also traditionally
been used in studies of school performance, both in Spain and
internationally. Some studies have focused on the influence of the
socioeconomic and cultural environment (e.g. Cordero, Pedraja and
Simancas, 2015; Elosua, 2013; Martins and Veiga, 2010; Moreno, Estévez,
Murgui and Musitu, 2009), the characteristics of the schools (e.g. Cordero,
Crespo and Pedraja, 2013; Donkers and Robert, 2008), the effects of
immigration (Salinas and Santín, 2012); the students’ personal
characteristics (e.g. Martin and Marsh, 2006; Turner, 2006), the changes
experienced in the transition from primary to secondary school (Gaviria,
Biencinto and Navarro, 2009) and their social and academic contexts (e.g.
Fredriksson, Öckert, and Oosterbeek, 2013; Van Ewijk and Sleegers, 2010).

Many if not all of these influential variables clearly have a spatial
expression (e.g. income distribution, family socioeconomic status, etc.).
However, very few studies have attempted to explore the relationship between
the spatial location of the schools and their academic results, although there
have been some studies in this area, both in Spain (e.g. Escolano, Ruiz and
Climent, 2005; Moreno and López, 1989) and internationally (e.g. Gordon and
Monastiriotis, 2006; Thrupp and Lupton, 2006).

This study aims to use an exploratory spatial data analysis (Anselin,
1995) to study the spatial distribution of the mean scores of the schools
in the Community of Madrid in the Essential Knowledge and Skills Tests
(CDI Tests) for Spanish Language and Mathematics for the sixth year of
Primary school during the 2013-2014 academic year. This analysis will
identify schools that are close to each other and have similar CDI test
results (spatial clustering) and statistically significant anomalies in sets of
public and subsidised and private schools. These anomalies are
represented by schools with higher scores in the CDI tests than would
be expected according to a spatial context of low results (positive
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anomalies), and schools with lower results than would be expected in a
spatial context of high results (negative anomalies). 

As the results of this study, we will therefore expect to be able to
identify the geographical sectors or areas with high or low results in the
CDI tests. These results will be useful for designing appropriate planning
scenarios to facilitate the implementation of policies and decision-making
processes aimed at improving academic results in the Community of
Madrid. 

This article is structured as follows: section 2 presents a detailed
description of the CDI tests and the data collection used in the study.
Section 3 presents the spatial analysis methodology for the data using
QGIS and GeoDA, and the Moran’s Local Indices using the LISA Test. The
results are presented in section 4. Section 5 presents the discussion and
conclusions. 

The CDI tests 

The Ministry of Education of the Community of Madrid launched a series
of external performance evaluation tests in the 2004-2005 school year.
These include the annual Essential Knowledge and Skills Test (CDI Tests)
for all students (census-based tests) in the sixth year of primary education,
in the third year of compulsory secondary education and in the first year
of the Curricular Diversification Programme at any school in the
Community of Madrid. 

The aim of the specific test for the sixth year of Primary Education,
the results of which are analysed in this study, is to determine whether a
student’s level of skills and knowledge at the end of their primary school
education ensures that they are able to successfully complete the next
compulsory stage in their schooling. 

The test is taken using paper and pencil, and is divided into two parts
of 45 minutes each. It consists of «closed» questions as well as more open-
ended questions to which more elaborate answers are needed. The
Spanish Language test consists of a dictation and a text that has to be
read, followed by answering a series of questions, as well as other
questions on general knowledge. The Mathematics test has two sections:
one in which ten basic arithmetic questions are solved, and one with five
problems. 
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The test is designed based on a set of learning standards or essential
skills defined by the competent Ministry, and these are grouped into four
sections in the area of Spanish Language and Literature: oral communication,
reading, writing and grammar and language analysis. The mathematics area
is also grouped into four sections: numbers and operations, units of
measurement, spatial orientation and geometry and organisation of
information. These standards are listed in Appendices I and II of the General
Plan for the Improvement of Essential Skills, approved by Order 5420-
01/2005 of 18 October (http://www.madrid.org/ bvirtual/BVCM001649.pdf).
The tests are corrected and graded by committees of teachers appointed by
each of the Territorial Area Offices, which are supervised by the Educational
Inspection Service, based on the correction criteria prepared by the
competent Ministry every year. Each question has only three possible grades
(literally «good», «bad» or «fair»), with the highest score for the total test being
10 points, and the lowest being 0. 

The test is no barrier to moving on to the next stage of education, as
it is for educational and guidance purposes. Teachers, schools, families,
students and the Government are informed of the results, in order to
develop possible improvement plans. 

Other tests are also being applied at the same level of education, at
both national and autonomous regional level. At the national level, there
are the Final assessment tests for the sixth year of Primary Education, as
stipulated in Royal Decree 1058/2015 of 20 November 2015, which were
applied for the first time in May 2016. These tests also aim to check the
level of acquisition of skills in linguistic communication, mathematics and
basic competences in science and technology. At an autonomous regional
level, the Autonomous Community of the Murcia Region also performs
Basic skills tests for students in the sixth year of primary education, which
are also structured in the same way as the CDI tests, with a language
section and a mathematics section.

Methodology

Initial data

Information as regards the name of the school and its designation code
was first gathered from primary schools in the Community of Madrid
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(CoM). To do this, we used the information available in the National
Register of non-university education centres of the Ministry of Education
(https://www.educacion.gob.es/centros/home.do), which gave us a list
with a total of 1,322 schools, 787 of which were public schools and 535
were private or subsidised schools.

FIGURE I.  spatial database with schools in the Community of Madrid.

source: Compiled by the authors

Subsequently, in order to be able to spatially represent the data for
the CDI tests obtained for each school, we downloaded the geographical
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information on the location of all public and private/subsidised schools
in the CoM. To that end, we accessed the dissemination tool of the «CoM
Statistics Institute Territorial Information System« known as
NOMECALLES (http://www.madrid.org/nomecalles/) from which the
relevant geographic information layers can be downloaded. The result of
this download was a file with the spatial location of public schools in the
CoM, which contained 789 public primary schools and 530
private/subsidised schools. The discrepancy between the two databases
was minimal (a difference of 2 public schools and 5 private/subsidised
schools), and was resolved by removing the schools that were not in both
databases. The combination of the two data sets using the school code
subsequently enabled us to obtain the geographical location for each
school and its name and school code, thereby constituting a genuine
spatial database (see Figure I).

TABLE I.  sources for the generation of the spatial database of CDI test results in the CoM.

source: Compiled by the authors

Finally, we made queries for the CDI test scores for each of these
schools for the 2013/2014 academic year, the last academic year available
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when this study was being written, in the schools search engine on the
website http://www.madrid.org/wpad_pub/run/j/MostrarConsultaGene
ral.icm, and compiled information on the mean CDI test score. However,
not all the 787 public schools and 530 private/subsidised schools in the
spatial database had results for the CDI tests, as some of them (especially
among the subsidised and private schools) had only recently been
established and had not yet participated in the tests. 

We therefore only kept the schools with results available for the CDI
tests in the database, which amounted to a total of 747 public schools
and 459 private/subsidised schools, and this constituted the starting point
for conducting our analysis. Table I summarises the various sources used
in the construction of the database, as well as its main characteristics.

Methods

The working methodology, presented in summary form in Figure II, is
based on the following analysis:

i) A descriptive analysis of the results for public and private/subsidised
schools using the histogram of the results for the 2013/2014 academic
year, and the boxplot graphs of the results for both types of schools.

ii) An exploratory spatial data analysis to identify the schools in each
of the four intervals (called Q1 to Q4) sorted from highest to lowest CDI
test score, in which the school population can be divided by defining the
three quartiles, in both public and private/subsidised schools. We were
thereby able to create a map with the location of the schools in the first,
second, third and fourth interval according to their CDI test results.

iii) A spatial autocorrelation analysis using the Local Moran’s Index
(LISA) (Anselin, 1995), which identified spatial clusters of schools close
together with similar high or low values in the CDI tests, and statistically
significant spatial outliers, which were schools with results higher than
would be expected for their neighbourhood, and schools with lower
results than would be expected according to the values for their
neighbourhood. 

This analysis was performed using the following free software: the
statistical package R (https://www.r-project.org/), the geographical
information system QGIS (http://www.qgis.org/es/site/), and the spatial
data analysis software GEODA (https://geodacenter.asu.edu/software/
downloads).
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FIGURE II.  Diagram of the methodology 

source: Compiled by the authors

Descriptive and exploratory data analysis: the quantile map

These two analyses aim to show on the one hand, using a descriptive
analysis using the R statistical package, the frequency distribution of the
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average CDI test results for public and private/subsidised schools in the
2013/2014 academic year, and the average values, quantiles and standard
deviation obtained for each one, which were compared using a Box Plot.
Moreover, the public and private/subsidised schools in the first, second,
third and fourth interval (Q1 to Q4) of the frequency histogram delimited
by the three quartiles were mapped by drawing a quantiles map for those
average results using QGIS software. We were thereby able to determine
the location of the schools with the best CDI test results (those in Q1),
helping to interpret and infer the existence of spatial patterns in their
distribution. These maps were completed with the preparation of Table
II, comparing the percentage of schools in each statistical area of the
CoM, and the percentage of schools in Q1 and Q4 in each of those areas.

Local spatial autocorrelation analysis: Identification of spatial clusters using

the Local Moran Index

This analysis aims to identify the presence of statistically significant
spatial clusters of schools with high or low results by means of a spatial
autocorrelation analysis. Spatial autocorrelation can be understood as a
measure of the degree to which the different values of a spatially
distributed variable become more similar as the distance between them
decreases. Various indices can be used to determine the existence of
spatial autocorrelation, which may be global or local (Anselin, 1995), and
one of the primary indices is the Moran global index (Goodchild, 1986).
This can be defined as (Equation 1): 

Equation 1: Moran Index

Where zi is the deviation of an element from the mean, wij is the
weight as a function of the distance between i and j, n is the number of
elements, and S0 is the sum of all the weights wij.

However, the global indices are limited to analysing spatial
autocorrelation in the region as a whole, and do not allow us to determine
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whether the autocorrelation pattern observed in the region as a whole is
also maintained at the local level, i.e. in different places in the region, or
whether the absence of an overall correlation conceals some areas where
this correlation does exist.

It is therefore possible to calculate the spatial autocorrelation in a
particular subset of spatial units, and the instrument most commonly used
to do this is the LISA test (Anselin, 2005). This test uses the local Moran
indexes calculated for all the spatial units analysed (primary schools in
this study) and determines whether the neighbouring schools have similar
values for the variable or if instead the similarity is what will be expected
due to the effect of chance (usually with a confidence interval of 95%). If
the values in a set of nearby items have a strong positive correlation (low
values near low values, or high values near high values) or a strong
negative correlation (positive and negative anomalies) greater than the
correlation which would be expected as a result of chance, those items
are assigned to a spatial cluster. Otherwise they are not assigned to any
cluster. 

However, a fundamental aspect for calculating these correlation indices
is to determine the items that are nearby, or in other words, the vicinity
of each item. In the case of the selective data that concerns us here, this
facility can be selected by establishing a threshold distance (all items
included within 1,000 m, 2,000 m, etc.) or by specifying a fixed group of
neighbours established by the user (4 neighbours, 5 neighbours, etc.).

Given the uneven distribution of the schools (a high density of schools
in the municipality of Madrid and a low density in the municipalities
furthest from the capital), we decided to use the method of selecting a
number of neighbours, because selection using the threshold distance led
to the allocation of few or no neighbours to the most isolated schools,
and too many neighbours to schools in the areas of highest density.

This method requires a prior identification of the number of
neighbours to carry out the analysis. To that end, Global Moran Index
tests were performed for different numbers of neighbours (Gordon and
Monastiriotis, 2006), ranging from 3 to 12 neighbours, for both public
and private/subsidised schools separately, and for all the primary schools
as a whole. In view of the results, the number of neighbours which gave
the highest spatial correlation values was selected (see section 4.3). We
then performed the LISA test to identify spatial clusters of public and
private schools, and all the schools (section 4.4)
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The analysis thereby identifies spatial clusters of nearby schools with
similar results, and a greater explanatory load can be assigned to the
spatial variables determining performance (income, unemployment rate,
parents’ education level, etc.). Based on the different clusters identified,
this would facilitate detailed further study of the determinant variables
for the school performance of each one. This would provide more
accurate results if all the schools were studied, taking into account what
could be the most influential variables in some places (e.g. spatial
variables), while they could be others in other places, without such a clear
spatial expression (e.g. good teaching practices).

Results

Results of the descriptive analysis of the CDI test results 

An initial descriptive analysis of the CDI test results in public schools and
in private and subsidised schools for the 2013-2014 academic year (Figure
III and Table II) shows a normal distribution of frequencies in each one,
with a slight asymmetry to the left, at low values, for both.

FIGURE III.  histogram with three quartiles (dotted line) and mean (dashed line) of public schools

(left) and private and subsidised schools (right) for the 2013/2014 academic year.

source: Compiled by the authors
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TABLE II.  Descriptive statistics for the 2013/2014 academic year for all the schools, and for the

public and private/subsidised schools separately.

source: Compiled by the authors

The mean values for private and subsidised schools are slightly higher
than those for public schools, with the average for public schools slightly
less than 7, while the mean values for subsidised and private schools are
above 7 (figure IV). The number of extreme values or outliers is also
higher in public schools, which also have very low values.

FIGURE IV.  Boxplot of the CDI test results for public and private/subsidised schools. 

source: Compiled by the authors
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Quantile map of the CDI test results

Spatial analysis of the quantiles enabled thematic spatial distribution maps
to be produced for the CDI test results for both public and
private/subsidised schools (figures V and VI), and Table III, which
supplements the mapped information in an initial spatial approach. This
table shows how some areas in the CoM have a concentration of schools
in the Q1 that is higher than what would be expected according to the
percentage of schools in the area, and this is accentuated in the case of
private/subsidised schools. Examples include areas such as North
Metropolitan (municipalities such as San Sebastián de los Reyes, Tres
Cantos, etc.), with a concentration of private and subsidised schools in
the Q1 which is twice the expected level, and West Metropolitan (Las
Rozas, Pozuelo and Majadahonda) which also has a higher concentration
of private schools, provide an initial idea of the existing spatial patterns.

TABLE III.  percentage of public and private/subsidised schools in each of the statistical areas of

Madrid, and in the first and last quartiles.
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FIGURE V.  Quantile map of public schools in the Community of Madrid.

source: Compiled by the authors

Figures V and VI enable better spatialisation of these spatial patterns,
which are not entirely identified therein because they have a smaller scale
than the areas listed in the table. The schools belonging to Q4 appear to
be located mainly in the southern sector of the municipality of Madrid,
in districts such as Puente de Vallecas, Villa de Vallecas, Carabanchel and
Usera. This applies to both public schools and private and subsidised
schools (see figure Vb and VId), while in the case of public schools, it
particularly applies in the municipalities of Griñón, Parla, Humanes de
Madrid, etc. (see figure Vd). We also found that a significant number of
schools located in the Q3 are in municipalities far from the capital, such
as Rascafría, Guadalix de la Sierra, Fuentidueña de Tajo, Nuevo Baztán,
etc. 

Meanwhile, the schools in Q1 appear to be more concentrated in the
municipality of Madrid, particularly in the districts located within the M-
30 orbital motorway (especially for private/subsidised schools; see figure
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VIb), as well as in many of the municipalities located to the west and
north-west of the municipality of Madrid (Pozuelo de Alarcón, Las Rozas
de Madrid, Boadilla del Monte, etc.; see figures V and VIc). This is
especially true of private/subsidised schools, as already shown in table
III; although this is also the case in other municipalities such as Rivas-
Vaciamadrid and Alcalá de Henares. 

FIGURE VI.  Quantile map of private/subsidised schools in the Community of Madrid. 

source: Compiled by the authors

Results of the spatial autocorrelation analysis 

The analysis of the overall spatial autocorrelation Moran indices obtained
for different numbers of neighbours is shown in table III. The results are
low (near zero), which would show a lack of spatial autocorrelation for



the set of all schools in the CoM. However, as noted above, this lack of
overall autocorrelation may conceal a spatial autocorrelation in some
areas of the territory, and as such the local spatial autocorrelation analysis
was performed using the LISA test, using the number of neighbours with
the greatest overall autocorrelation. For public and private/subsidised
schools separately, the best result is obtained with 4 neighbours for the
calculation. However, when all the schools were considered together, the
highest overall Moran values were obtained with a total of 9 neighbours,
by selecting that value for the Local Autocorrelation analysis. 

TABLE III.  spatial autocorrelation Moran indices calculated for different numbers of neighbours,

for both public and private/subsidised schools

source: Compiled by the authors

Figures VII and VIII show the spatial cluster obtained by the LISA test
(Local Moran) using nine neighbours for both public and
private/subsidised schools separately (Figure VII), and for all the schools
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in the Community of Madrid (Figure VIII). Schools with p values below a
significance level of á = 0.05 are included in the spatial clusters.

FIGURE VII. lIsA for public schools and lIsA for private schools. the spatial clusters are shown in

colour and the non-significant schools in grey. 

source: Compiled by the authors

An analysis of the spatial clusters (Figure VII) of private/subsidised
and public schools separately does not appear to show a clear clustering
pattern. In any case, it is possible to identify a higher frequency of schools
grouped in the high scores cluster in both the centre of Madrid and in
some municipalities on the outskirts of the metropolitan area, such as
Rivas-Vaciamadrid, Tres Cantos and Alcalá de Henares. By contrast, the
schools associated with low score clusters generally appear to be located
in the municipalities farthest from the municipality of Madrid, and in
some districts south of the municipality. However, the analysis of the
results of the clusters for all schools (Figure VIII) clearly shows the
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presence of spatial clusters that confirm the trend observed in the quantile
maps, although probably with greater clarity. 

FIGURE VIII.  lIsA clusters for all schools (2013/2014). the spatial clusters are shown in colour

and the non-significant schools in grey. 

source: Compiled by the authors

As a result, there is a cluster of nearby schools with low CDI test scores
in the Southern area of the municipality of Madrid (the districts of Puente
de Vallecas, Usera and Carabanchel) and in the municipality of Parla, as
well as two major clusters of schools with high scores in the centre of
the municipality of Madrid (districts inside the M-30 orbital motorway
and in Hortaleza, Chamartin and Ciudad Lineal) and in the municipalities
of Las Rozas de Madrid, Majadahonda and Boadilla del Monte. Moreover,
schools in more rural municipalities and those furthest from central
Madrid, both to the North (Rascafría, Bustarviejo, etc.) and the West
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(Fresnedillas de Oliva, Robledo de Chavela) and the East (Valdilecha,
Perales de Tajuña) are generally also included in the low scores cluster,
indicating lower scores than would be expected according to a random
distribution of results. 

Discussion and Conclusions

The results have revealed the influence of the spatial variable on CDI test
results in a wide range of schools, by showing significant spatial
clustering of both a positive and negative nature. These findings are
consistent with the results obtained in other studies, such as the one
performed in the United Kingdom by Gordon and Monastiriotis (2006)
using similar methods.

The presence of these clusters appears to indicate the existence of a
set of contextual variables operating around these clusters which
significantly determined the results obtained in them, in either positive
or negative terms. These clusters also seem to spatially match both: i)
places with the highest incomes, with significant clusters of schools
matching high scores in CDI tests in municipalities such as Las Rozas,
Boadilla del Monte, etc., among those with the highest per capita income
in the Community of Madrid (CoM Statistics Institute, 2012); ii) the most
disadvantaged districts and municipalities in terms of income in the
Community of Madrid, with these matching the most significant spatial
clusters of poor results in the CoM. There is a significant overlap between
these groups of low scores and districts classified as vulnerable in the
Atlas of Urban Vulnerability (Ministry of Development, 2015), which
include several districts in the Southern area of the city from Madrid. It
should be noted that our intention is not to present the results as a list of
«bad» or «good» schools, but instead this is an attempt to enhance
knowledge of the aspects that influence school results - an area in which
the spatial variable has traditionally been given little consideration,
despite its influence (Lupton, 2006).

This finding is relevant, since it would be interesting to assess what
kind of contextual variables are most closely associated with the CDI test
results in the areas where these clusters are observed, and to extend this
study using regression analysis to examine the possible relationship
between these results and contextual variables with a clear spatial
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expression: income, families’ educational level, unemployment, etc. These
relationships have been examined in other studies for the Community of
Madrid as a whole (Trillo, Pérez and Crespo, 2007; Ruiz, 2011) albeit
without distinguishing between areas where the spatial variables have a
great deal of weight (spatial clustering) and those where they do not. 

However, another group of schools in the Community of Madrid has
not been included in any of the spatial clusters, and has been listed as
«not significant» as a result of the LISA Test. This suggests that unlike the
schools included in the cluster, there is no spatial autocorrelation in the
results at these schools, or at least no more of an autocorrelation than
would be expected than if they were distributed randomly. This result
appears to suggest that spatial contextual variables have a significant
influence both in areas with higher income levels and in the most
disadvantaged area, and are not relevant elsewhere. The hypothesis about
the timeliness of this study and the need to identify schools that are
strongly influenced by spatial variables is thereby reinforced. Otherwise,
any study that analysed the relationship between contextual variables and
academic performance would include both schools where spatial
variables have a significant influence and those where they do not. 

Another very important issue arising from the results is the
identification of positive anomalies, or schools with higher scores than
would be expected from their environment, because they are in a context
of a neighbourhood of schools with low results. The identification of
these schools provides an initial approach to the analysis of those which
because of their intra-school characteristics, obtain outstanding results in
an environment in which spatial contextual variables are affecting the
results of all schools. These higher than expected results may highlight
the existence of schools where successful initiatives are undertaken in
terms of good practices by teachers (e.g. Amores and Ritacco, 2011; Cole,
2008), administrative curriculum management practices (Leithwood,
2009), leadership of management teams (Bolívar, 2005), involvement of
families in their children’s education (e.g. Berthelsen and Walker, 2008;
Redding, 2000), etc.; so that the analysis of these practices and their
relationship with the good results obtained means they can be transferred
to other nearby schools located in equally vulnerable contexts. However,
it is necessary to take into account that each intra-school situation has its
own characteristics, which require different plans of action (e.g. Ainscow
and West, 2008; Macarulla and Saiz, 2009).
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As regards the limitations of this study, an exhaustive analysis
comparing towns could have been performed, to explore the differences
for CDI test results between subsidised/private and public schools, for
example. However, the main objective of this study was to examine the
spatial dimension of the results of these tests in depth.

Moreover, the method selected, with a long tradition in social sciences
disciplines which handle large geographical sets, could be considered too
complex compared to other methods, which have analysed the
relationship between academic performance and contextual variables in
many studies. However, most of those studies perform the analyses for
all of the schools in a given territory (region, country, etc.) and ignore
the spatial differences that may exist in certain specific areas. This could
be partially remedied by a detailed analysis of the schools by
administrative unit (e.g. by territorial areas or even municipalities).
However, the small size of the spatial clusters identified, most of which
were at a level even lower than the municipal scale, would require the
use of smaller administrative units (districts or census tracts) or analyses
based on spatial clusters, such as the one proposed in this study.

The final limitation refers to the need to undertake a longitudinal or
multi-temporal analysis, which would enable the results of these tests to
be compared over time. While data for CDI results is available for this
analysis from the 2009/2010 academic year onwards, with tests designed
based on the same learning standards, there are some doubts about their
comparability, and it may be necessary to use instruments matching the
tests during the time series.

Finally, as regards future research lines, the authors intend to explore
both the differences in CDI test results in public and private/subsidised
schools, adherence to the bilingual programme, etc. by analysis of
variance (ANOVA); and to carry out a more in-depth examination of the
relationships between socioeconomic variables and the results from a
spatial perspective, by analysing the relationship between academic
achievement and contextual variables in the spatial clusters identified,
using techniques such as spatially weighted logistic regression
(Fotheringham, Brunsdon and Charlton, 2002).
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Abstract:
Thinking outside wrath, fear and the logic of must-be means getting started

on a road to understanding that encourages us to recognise that which is
happening in our society. The great difficulty that intellectuals face today lies in
being able to adopt this attitude and come to terms with the decline of modernity
and the emergence of a new way of being-together that are taking place in front
of our eyes.
Once social saturation has been reached, there appears a new phase that

makes it possible to ask different questions and find other clues for inquiry. It is
here that local specificities and the customs of provincial life acquire significance
insofar as they depart from every universal and rationalist order. The re-
emergence of local root-taking, of that which was the trademark of the Middle
Ages, leads us to understand that we are in front of a nascent postmedievality.
In this context, Heritage can be envisaged as dynamic root-taking — _«

enracinement dynamique »—_, a living experience linked to regional roots, where
relationships are no longer mechanical, predictable or controlled by reason. In
short, alien to triumphant History and the Royal March of Progress, a world is
being born that is shaped by the union of opposites like the archaic and the
technological.

Keywords: Local, root-taking, present, archaic, tecnological, experiences,
regionalisms.

Resumen:
Desarrollar el pensamiento fuera de la cólera, el miedo y de la lógica del

deber ser, es iniciarse en caminos comprensivos que nos invitan a reconocer
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aquello que sucede en nuestra sociedad. La gran dificultad de los intelectuales,
es tomar esta actitud y ver la presencia de la declinación la modernidad y el
nacimiento de otro modo de estar juntos. 
Luego de una saturación social, aparece una nueva fase que hace posible

plantearse preguntas diferentes y encontrar otras pistas de indagación. Es aquí
que cobran relevancia las especificidades locales y las costumbres de vida
provincial, ya que se alejan de todo orden universal y racionalista. La
reemergencia de los enraizamientos locales, de aquello que ha sido la marca de
la Edad Media, nos lleva a comprender que estamos ante una naciente «post-
médiévalité». 
Dentro de esta situación, el Patrimonio puede ser vislumbrado como un

enraizamiento dinámico, « enracinement dynamique », como una experiencia viva
ligada a las raíces regionales. Donde las relaciones no son ni mecánicas, ni
predecibles, ni controladas por la razón. En definitiva, al margen de la Historia
triunfante y de marcha Real de Progreso, nace un mundo que se conforma por
la unión de opuestos, como lo arcaico y lo tecnológico.

Palabras Clave: Local, enraizamiento, presente, arcaico, tecnológico,
experiencias, regionalismos

Everyone knows that it is precisely when love no longer exists that
passionate lovers speak the most about the love that unites them. Let us
remember, from this point of view, Rimbaud’s war cry about the need to
be absolutely modern. An incantation? An invocation? In any case, a
paradoxical commination, since it comes at a time when modernity, of all
things, has reached its peak and can do nothing but begin to decline. 
Just as paradoxical, now that more than a century has gone by, is to

confront the difficulties experienced by intellectuals who try to calmly
tackle —if only hypothetically— the problems associated to this decline
of modern times and to anticipate the social, epistemological and
existential consequences entailed by this whole business.
“Sine ire et odio”. Isn’t that the proper way to study the evolution of

society? Especially if we bear in mind that wrath and fear are only too
often the unconscious element in analyses performed by intellectuals. As
far as hatred of the world is concerned, it comes second nature to them,
even though they claim the power to say what the individual and society
“must be” —quite evidently in the detriment of their duty to recognise
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what they are. Calm, therefore, in the act of knowing, and a deliberate
effort to “be born together” (cum nascere) with a complex reality.
To quote a phrase by Schopenhauer, this “reality is purely relative”. In

other words, any object or phenomenon is tied to others and determined
by them. And, for the same reason, it is subject to change and to the
imponderables. And, in some sense, to the general impermanence of
things. Which is equal to saying that what now is has not necessarily been
always, nor will it necessarily always be. Likewise, the categories built at
a given time are not eternal, but must instead be subject to revision if we
want to comprehend, as best we can, the evolution that is taking place,
which is why it is so very difficult, empirically speaking, to reject or deny
its effects. 
The kind of relativism that we are concerned with consists, therefore,

in relating to one another the several elements of life and taking heed of
the vital flow that is, in its own construction, ceaseless. We should pay
attention to all those things that turn any kind of dogmatism outdated
and nurture a theoretical awareness that is keener on the humility of
things than on the pretence of concepts. It is for this reason that we
cannot contemplate “being postmodern”, in the sense of embodying or
having such or such an identity: instead, we should simply use this word,
this simple notion, as the most methodologically pertinent lever to
understand social relations and phenomena that are still being born but
whose importance, both in quantitative and in qualitative terms, can
hardly be denied. To sum up, one should engage in a sociology of
postmodernity rather than in a postmodern sociology.
It is precisely in those periods when a civilisation shift is taking place

that one must become a “Selbstdenker”, to quote again roborative
Schopenhauer —a term we may translate as free thinker. In other words,
it is better to concern oneself with a consequential dynamic than with
the petty practice, all too common in universities, that consists in adapting
big concepts to small thoughts. This will make it possible for us not to
fear postmodernity, since we shall confine ourselves to simply identifying
a new phase in this inescapable process resulting from the saturation, at
a given point in time, of the values that have governed, over a more or
less long period, our social being-together. This is what in medieval
philosophy used to be called the “condition of possibility” that has to
exist prior to any in-depth inquiry: delimiting a framework, identifying
the major alignments of forces, evaluating the categories in praesentia. 
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And just to stay within classical boundaries, we will first address the
“pars destruens”, and then the “pars construens”. We will not proceed in
a childish way, by positioning ourselves on the basis of sheer opposition,
simply because we need to appraise what is in the process of ending in
order to better size up what will probably take its place. Let us similarly
point out that at a foundational moment like this one, it is simply
impossible to produce a system, to write “a textbook”. As was said about
Marcel Mauss, in a not so different context, one must be able to formulate
hypotheses and audaciously suggest clues for further reflection, even if
those clues are not particularly orthodox, if we are to grasp a deep
understanding of what is currently in the making.
So where do we come from? What are those social values that have

gradually imposed themselves upon us in order to constitute what we
call modernity but in fact is nothing but “postmedievality”? We all know:
nothing lasts forever. All things pass, all things must come to an end and
all things cause weariness. And what today seems self-evident is an
elaboration that started from the implosion of the Middle Ages. There is
an expression coined by Auguste Comte that may pretty well sum up
modern evidence: “reductio ad unum”. Indeed the unity of the world and
of representations has prevailed in all human fields. Such unification can
be observed in all areas, but, in schematic terms, it is particularly visible
in the political, social and ideological realms. 
Clearly, there are constant interactions among these several elements,

but the political component may provide a common foundation. Take for
instance the constitution of the Nation State. True, there is the French
example, even the English one: both had been centralised systems since
very early days. But during the 19th century —more accurately in Europe
and in the year 1848— we see a strong affirmation of national and even
nationalist feeling. In this way, the several regional peculiarities, the local
specificities, the various dialects, customs and practices, lifestyles and
even provincial governments or administrative bodies gradually become
devoid of content and disappear in the benefit of national states and their
representative organs. And everything in the name of universalist values
and in advocacy of a rational organisation of society. To paraphrase H.
Arendt, the common good tends to become uniform and to reject the
multiple local roots that had been the distinguishing trait of the Middle
Ages and their several baronies or seigneurial domains by referring
instead to a “democratic ideal”. This is what I have elsewhere called
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“dynamic root-taking”: another way —the simplest and most
comprehensive— of referring to “Heritage”. 
The same happens with social institutions. The works of Norbert Elias,

or those of Foucault himself and others inspired by him, have shed light
on the slow process of “courtification” or domestication of customs that
leads to the constitution of “the social” —i.e., of a uniquely mechanized,
perfectly predictable and essentially rationalised form of being-together.
A “generalized rationalization of existence”, in Weber’s terms. Tendentially
speaking, this is true. Be it as it may, it was a similar process that presided
over the birth of a family firmly instituted around its nuclear structure
which in turn promoted “access to labour” and created the major
educational institutions —the institutions of social work—, not to mention
those of healthcare and the several other “enclosures” that became
widespread in the 19th and 20th centuries. By combating, insofar as
possible, the dangers posed by the world’s economic development and
the productivism that was inherent to it, such a construction of “the social”
delivered an undeniable security to the majority. Yet at the same time,
and in the strict sense of the term, it “enervated” the body of the
community by transferring to distant and abstract institutions the role of
managing the common good and the communal bond. All of these
considerations have led to the claim that, in many senses, we are
witnessing the setting up of some “totalitarian violence” that makes
possible, if I may use the Durkheimian terminology in reverse, a shift
from an “organic solidarity” that is closer to everyday experience to a
“mechanical solidarity” fuelled by a technostructure that proclaims itself
the guarantor of social life’s correct performance. This is the triumph of
the experts in any field who, on the basis of their inexorable “must-be”
logic, know which way to think, which way to act. By following this logic,
the world has become completely alien even to those who must live in it. 
Finally, the same thing happens with what we may call ideology. And

all according to a strict understanding of the term, i.e. the whole set of
representations through which a historical period describes itself. In this
sense, by contrast with the structurally plural mythologies, tales and
legends of premodernity, we now witness an ever greater
homogenization. Let us remember what J.F. Lyotard used to call “Grand
Narratives”: not that many! Leaving aside a few unimportant variations,
the systems put up in order to explain the world during the second half
of the 19th century, such as Marxism, Freudism or Functionalism, are all
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based on a positivist, finalized and material view of human evolution.
Likewise they are monistic, since they rest on an exclusive and excluding
causalism. They are exclusive systems because the identified cause is
determining, “overdetermining”, hegemonical, unified. They are excluding
systems because no salvation exists outside the explanatory model that
is entrusted with providing such a cause. All of which engenders a
rigorous fideism with its cohort of fanaticisms, dogmatisms and
scholasticisms of all hues, not to mention, of course, the whole range of
intolerances, exclusions and other excommunications that the system
ceaselessly spawns.
National, institutional and ideological homogenization, therefore. At

the risk of sounding a bit arrogant, we should devote a few words to
delimiting the epistemological order in which this homogenization works.
In likeness of the mystery of the Trinity —three persons, yet only one
god—, we here find a founding triad: the Individual, History and Reason. 
Let us wring the neck of doxa by observing in the individual, and in

individualism, the true characteristics of our time. Many a work has been
written by philosophers, historians or anthropologists, like for example
Louis Dumont, to provide ample proof that “postmedievality” got started
following the invention of the individual. The free will introduced by the
Reformation, Descartes and his ego cogito, the Enlightenment’s
autonomous subject, as well as many others, are the main stages whereby
the individual became master and owner of himself and of nature.
Corneille’s emblematic formulation in Cinna beautifully summarises this
kind of philosophy: “I am my own master, as I am the master of the
universe”, a phrase that encapsulates the dialectics between the economy
of oneself and the economy of the world which would promote the
spectacular development of modernity. Just like gods in former epochs,
the Individual now became the “axis mundi” around which all else
revolved and was organized. 
The Individual became the pivotal force, the anchorage point in the

ineluctable evolution of a finalised History. The latter is the second
strategic axis in the modern epistemological triad: the historiography of
events gives way to triumphant History, the grand royal march of Progress
and yet another road to the Absolute Spirit which would make it possible
for mankind to reconcile with itself. The patterns may change slightly, but
the goal remains the same: evolving from the most barbarian
obscurantism to the most civilised accomplishments. Politics, education
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and economy bear witness to this truth: existence, both individual and
communal, only makes sense if it is projected. And in any case, this is all
about discovering art and the way to tailor its capabilities to the purpose
one has set for oneself. The project (or projection) is clearly the “ultima
ratio” of any life: without it, life would properly lack any sense: and if
there is no sense, then there is no meaning. 
What precisely contributes sense and meaning —the goddess and

mother of our Trinity— is Reason, which “justifies” the Individual as
master of the world and History as the realm where the latter’s actions
can take place. And yet we should clarify that modern reason is nothing
but a form of human rationality. Picking up on one topic that was central
to the Frankfurt School, we may say that this is an “instrumental reason”,
a “Zweckrationalität”, for which only that which is finished really applies:
what can be manipulated, used, entered into an utilitarian order and even
turned into a “utensil”. This is the abstract reason of the technostructure
that aims at filling the gaps in the Individual from the outside, amending
social laws and, in a nutshell, perfecting that which is still unfinished in
human nature. It is not by chance that the French Revolution worshipped
the “Goddess of Reason”. Marx, in turn, underlines the fact that every
society sets itself only such tasks as it is able to solve. In the foundations
of modern rationalism we find an optimism that is not without greatness.
However it may be, it allows for scientific and technological developments
which, whether we like it or not, haven taken us to the frontier of the
third millennium. 
Only if we keep this in mind shall we be able to understand the

nascent state of has come to be named postmodernity. The circumvention
is not pointless, since nothing is born “ex nihilo”. What was claimed by P.
Sorokin about the saturation of cultural works may be applied to the
topic under scrutiny. There are no clues, no abrupt endings. The several
elements making up a given entity, can no longer stay together as a result
of wear, incompatibility, fatigue, etc…: they will enter, in different ways,
a new composition and, in so doing, they will foster the birth of another
entity. Such is the process that brought about the surge of
“postmedievality”, later called modernity: the same process as presides
over the elaboration of postmodernity, even before a proper name has
been found for it. Saturation —recomposition. Maybe this is the single
law that we are able to identify in the chaotic course of human stories!
The “spatialisation of time” —another way of designating the importance
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of space, of local roots— is what attaches new strength and vigour to the
notion of “Heritage”, which we need to consider in some depth.
But how to define postmodern recomposition? It is always tricky to

“sniff around” the kitchen where the future is being cooked. And yet some
indications may be provided, clues gathered, all of which with a view to
signaling or pointing at major trends. Especially if we bear in mind, as
suggested earlier, that what we thought was superseded appears to come
back only slightly modified. More accurately, we are not talking about
the “eternal return” of the same, but rather, as philosopher Nicholas of
Cusa pointed out in his day, about a pattern of growth that takes the
shape of a spiral. In clearer terms, if we had to provide a provisional
definition of postmodernity, it would read like this: “the synergy between
archaic phenomena and technological development”.
This is what the spiral is about. We should bear in mind that such a

definition does not result from a pre-established scheme, nor is it
constructed on the basis of theoretical and somewhat abstract premises,
but rather develops from simple empirical observations that everyone can
make in their affective, professional lives as citizens. It just takes a little
lucidity, and not being a prisoner of apriorisms, both rare qualities in the
intellectual world. What exists exists. And if we try not to deviate too
much from the etymological and semantic meaning of the word, we will
hopefully, at least every now and then, remember that “humbleness”
originally derives from Latin “humus”, which makes up and amalgamates
what is “human” in us. 
In this way, and picking up on the major explanatory issues of

postmedievality (modernity) —nation-state, institution, ideological
system…—, we may confirm, as regards postmodernity, the return to the
local, the importance of the tribe and of mythological bricolage.
Let us begin by the local: the first indication of the rampant

heterogenization that runs through our societies. Whether it expresses
itself in blatant terms, as happens in the former Eastern empire, or in the
peaceful yet firm claims of self-government or sovereignty, or even in
decentralising policies, this kind of “localism” is one of the most
remarkable signs of our time. It is interesting, in this regard, to point at
the re-emergence in the several social discourses of terms like “country”,
“territory”, “space” —all of which suggests a strengthened feeling of
belonging, an emotional sharing in common: the fact, in short, that place
makes bonds. Bonds that are, therefore, not abstract, theoretical, rational.
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Ties that have not been built on the basis of some distant ideal but, quite
on the contrary, are founded organically on the shared ownership of
deeply-rooted values: language, customs, gastronomy, even body
language. All these things come from daily life, they are concrete. And
they bring together, in a paradox that is not simply apparent, the material
and the spiritual aspects of peoples. This is worth pondering: it is this
spiritual materialism, locally experienced, that will increasingly take up
the space of politics in its several modulations.
Dynamic root-taking that is both the cause and the effect of

institutional fragmentation. Ever more abstract and disembodied, the
several social institutions no longer seem to be in direct contact with the
reaffirmed demand for proximity. Thence the emergence of a postmodern
neotribalism that rests, ever and again, on the need for solidarity and
protection that is characteristic of any social whole. In the stone jungles
of contemporary metropolises, the tribe plays the role it already had in
the jungle understood stricto sensu. Furthermore, without our being
aware of it, this neo-tribalism” is just another way of taking about
“HERITAGE”, the place where the fundamental thing is the relationship
that ties me to the other against the backdrop of a common territory. 
It is thus surprising to see how the various institutions are no longer

criticized or defended. They are simply moth-eaten and serve as niches
for micro-entities based on election and affinity: elective affinities such
as those found in parties, universities, trade unions and other formal
organizations which work according to the solidarity rules of a
widespread freemasonry. All of which, needless to say, can be for better
or for worse. Religious, sexual, cultural, sports, musical tribes: their
number is infinite and their structure identical: mutual aid, a shared
feeling and an affectual environment. And we may expect that such a
fragmentation of social life is bound to grow exponentially, thus creating
a huge nebula that has no precise centre, no discernible peripheries. This
generates a sociality grounded on the concatenation of marginalities of
equal importance. 
It is such a vast social structure (if indeed we may continue to talk

about the social!) that produces what we could call mythological
bricolage. Perhaps it is untimely to refer to the end of ideologies. It is
possible, however, to confirm their transfiguration. They adopt a different
shape within the matter of small narratives that are obviously specific to
the tribe, since the tribe owns those narratives. The “grand narratives”
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gradually turn particular, embodied, confined to the size of a given
territory. Thence the linguistic practices of young people, the return to
local dialects, the recrudescence of the several philosophical or religious
sincretisms (among which the “New Age” represents a flagrant example)
and of course the sociological, political and psychoanalitical “narratives”
linked to the sects by the same names which constitute themselves
following the foundational speech by an eponymous hero whose purity
must be guaranteed. 
The absolute truth that must be reached is fragmented into partial

truths that must be experienced, which neatly draws the contours of the
mythological structure. Every territory, whether real or symbolic, secretes
somehow its form of representation and its linguistic practice: “Cuius
regio, eius religio”. Thence the potential babelisation that is commonly
used to deny —while invoking it— the spectre of globalisation. In fact,
there are a large number of worldwide standardizations at work:
economic, musical, consummatory. But we need to question their real
presence. And we need to ask ourselves whether true efficacy does not
involve searching through tribal myths and their existential side. Network-
based communication, as finely exemplified by the Internet, would in this
way demand that we should thus reorient our thinking for the sake of
postmodernity: the “concrete universal” of Hegelian philosophy. 
If we chose, by way of a hypothesis, a tribal locale that generates small

mythologies, what would its epistemological substrate be like? Empirically
speaking, it would appear that the Individual, History and Reason more
or less leave room for an affectual fusion and have their current
embodiment around communion-generating images. The local-tribal finds
a finished expression in the energy elicited by a shared Heritage. 
The term “Individual”, as I argued earlier, does no longer seem

applicable. Not, at least, stricto sensu. Perhaps, in the face of
postmodernity, we should rather speak about a “person” (from Latin
persona: the mask worn by theatrical characters) playing several roles in
the tribes they belong to. Identity becomes fragile. Multiple identifications,
however, multiply themselves.
Massively-attended musical, sporting, consummatory events bear

witness to this. In each case it is all about losing oneself in the other:
“Expenditure, squander”, in the sense employed by G. Bataille, as a search
for fusion. Each one of us only exists in and for the other’s gaze,
regardless of whether the other is the related tribe, nature’s otherness or
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that big Other which is deity. Fusions and confusions of several orders
that keep reminding us of the Dyonisian myth. This process is by no
means exceptional, but rather refers us to simple everyday life. There are
many phenomena in everyday life that would be incomprehensible
without it. In all areas the world’s “becoming fashion” seem to be the
order of the day. And the “laws of imitation” proposed, in an
uncontemporary way, by Gabriel Tarde appear now to be the rule. 
In short, it is no longer autonomy —“I am my own law”— that prevails,

but rather heteronomy: “my law is the other”. 
Perhaps it is here where the paradigmatic shift is most important.

Probably this time inversion entails that linear history should matter less
than human stories. This is the “Einsteinisation” of time, the most
theoretical way of addressing the issue of Heritage. In other ways, making
time become contracted as space. To sum up, what prevails is the present
that I live together with others in a given place. Regardless of the way
we designate it, this kind of “presentism” is bound to contaminate social
representations and practices, particularly those of young people. It is a
deep-seated “carpe diem” that overtly reflects a diffuse kind of hedonism.
The enjoyment or pleasure does not confine itself to a bunch of
hypothetical promises anymore: people no longer expect to get it in a
future paradise, but instead it is something lived, for better or for worse,
in the present.
In this sense, the postmodern present can be assimilated to the

philosophy of “kairos”, which emphasizes chance luck and good
opportunities. Existence somehow becomes a succession of eternal
instants that one must live, at best, here and now. Here it may be worth
pointing at an important distinction: that between drama and the tragic.
While drama, according to its etymology, evolves and propends towards
a possible solution —all of which we find in the modern bourgeoisie’s
way of life—, the tragic is “aporic”, that is to say, it does not seek or expect
solutions, resolutions. We may even say that it rests upon the tension
existing between heterogeneous elements. Drama, the logical
continuation of the dialectic process, reaches synthesis, while the tragic,
to pick up on a neologism used by both S. Lupasco and G. Durand, is
essentially based on the “contradictorial”. In other words, it is a
contradiction experienced as such. Put differently, it is a present accepted
for what it is which does not project itself in any future whatsoever. Be
it as it may, the project’s saturation, the distrust of a finalised History, are
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used to find meaning in the act itself and no longer in a distant and ideal
objective. In this way, postmodernity no more confers verisimilitude on
progressiveness as something ineluctable, but rather attaches a lot more
importance to a “progressive” kind of wisdom that seeks the realisation
of oneself and the personal deployment at an instant and in a present
that are lived to the fullest.
Lastly, the final point in the postmodern epistemological substrate is

the importance acquired by image in the constitution of the subject and
of society. Here again we should be content with being allusive and
simply refer to those analyses that have tackled this problem as such.
Suffice it to say that in the Judeo-Christian tradition modernity has been
essentially iconoclastic. Just as in the Biblical tradition the icon or the
idol made it impossible to worship the only true God “in spirit and in
truth”, so the image or the imaginary, from Descartes to Sartre, hampered
the correct functioning of reason. Let us remember at this point the
philosophical saying, turned popular proverb, that defines imagination
as the “madwoman in the house”: a stigmatisation that leaves a deep mark
on our ways of thinking and on the whole of our theoretical sensitivity. 
In fact, what do we currently see other than the re-emergence of that

image, previously rejected or denied? Nothing escapes unscathed. The
advertising image, the TV image, the virtual image. The “brand image”:
intellectual, religious, political, industrial, etc…. All things must be shown,
they must be staged. Adopting a Weberian perspective, we may say that
it is possible to understand the real on the basis of the unreal (or of what
is so deemed). As it turns out, during modernity technological
development had lastingly disappointed the world. We may say that, as
regards the nascent postmodernity, it is technology itself that is nurturing
a real disenchantment with the world. 
If we wish to properly underline such a phenomenon, we may refer

to the (re)naissance of an “imaginal world”. In other words, of a way of
being and thinking completely traversed by the image, the imaginary, the
symbol, the immaterial. The image as “mesocosm”, that is to say, as a
means, a vector, a primordial element of the social bond. 
Regardless of the way in which the “imaginal” is expressed —virtual,

playful, onirical—, it will surely be out there, present and impregnating;
it will no longer stay within the boundaries of private and individual life,
but will instead be a constitutive element of a fundamental being-together.
All of which may lead us to posit that the social is expanded within

Maffesoli, M. FROM pOstMEDIEvAlIty tO pOstMODERnIty

Revista de Educación, 375. January-March 2017, pp. 233-246

Received: 14-08-2015    Accepted: 21-11-2016
244



sociality by integrating, in a holistic way, human parameters that modern
rationalism had put aside. In this way, the imaginal becomes another way
of paying attention to a complex society — the organic solidarity that is
being announced— and to the “correspondence”, in the Baudelairean
sense of the term, across all of the elements in the social and natural
environment
Perhaps our time is rather focused on the impermanence of things that

are most established. What is clear in any case is that the emergence of
archaic values that we thought were completely superseded should draw
our attention to the fact that, while civilisations may be mortal, life, in
turn, is enduring —interestingly so. In this sense, in not attaching to the
term a conceptual status that may be too rigid, we are reminded by the
nascent postmodernity that modernity itself was if fact a
“postmedievality”, i.e.: it allowed for a new understanding of our being-
together.
That spiral-like constant becoming of the world! When the evidence

for an idea that had supported a given civilization ceases to be available,
another constellation is born that integrates in itself some of the elements
that made it up and gives new life to others that had been denied.
And it is precisely by following this mental scheme that we may

envisage and epiphanise— in a non-judgemental and non-normative
way— the major characteristics of the postmodern episteme. What
Foucault did for modernity, we must do now for the epoch that is
beginning to dawn. This is a huge challenge that demands an audacious
intellectual positioning: a challenge that must be met if we want to avoid
the marginalization of thought. Especially if we bear in mind that, as
Victor Hugo once remarked, “no army can withstand an idea whose time
has come”. The point here is the valuation of space: this is why I like to
talk about “Ecosophy”, whose relationship with Heritage is simply self-
evident. And that is what lies at the heart of postmodern sensitivity.
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