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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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New social risks and educational vulnerability of boys
and girls in Spain1

Nuevos riesgos sociales y vulnerabilidad educativa de
chicos y chicas en España

DOI: 10.4438/1988-592X-RE-2015-369-288

Albert Julià Cano

Sandra Escapa Solanas

Marga Marí-Klose

Universidad de Barcelona, Facultad de C.C. Económicas y Empresariales, Departamento de Sociología y Análisis

de las Organizaciones

Abstract
In recent years, post-industrial societies have experienced changes in family

structures and demographic composition that may potentially open new spaces
of social exclusion in childhood. The increasing number of marital breakdowns
and family recompositions, increased migration flows and increasing job
insecurity contribute to reshape the landscape of social risks affecting individuals
during childhood and adolescence. The main objective of this study is to assess
the educational attainment of boys and girls in Spain, and to identify factors that
explain variations across gender. In this paper we analyze to what extent the
emergence of these new social risks, defined primarily arising from a non two-
parent family structure, origin (first or second generation immigrant) and the
participation or not of the mother in the labor market may increase educational
inequalities between boys and girls. Methodology: In accordance with this goal,
we analyzed the distribution of PISA 2009 scores in mathematics, science and
reading comprehension through a series of multivariate linear regression models.

(1) Financial support from the Ramon Areces Foundation. X National Competition for the award of grants for
social science research. We appreciate the valuable contributions of Pay Mari-Klose to improve this article.



We have a sample of 25,887 high school students (50.8% boys and 49.2 % girls).
Results: We observed that boys are more vulnerable than girls when exposed to
situations of “new social risk”. The children of immigrant origin are at higher risk
of obtaining lower PISA scores than girls of immigrant origin. This situation
occurs in the case of boys living in no -parent family structures. Also, girls benefit
more than boys from having a mother with a higher educational level or who is
participating in the labor market. Conclusion: Results suggest the need to
consider non-cognitive factors that intensify the gender gap in planning
educational strategies to address emerging inequalities.

Key words: New social risks, educational vulnerability, PISA competences,
educational performance, gender gap, immigration.

Resumen
Introducción: En los últimos años las sociedades postindustriales han

experimentado cambios en las estructuras familiares y en su composición
demográfica que potencialmente pueden abrir nuevos espacios de exclusión
social en la infancia. El creciente número de rupturas matrimoniales y
recomposiciones familiares, el aumento de los flujos migratorios y la creciente
precariedad laboral contribuyen a reconfigurar el panorama de los riesgos
sociales que afectan a los individuos durante la infancia y la adolescencia. El
objetivo principal de este estudio es evaluar el logro educativo de chicos y chicas
en España, e identificar factores que expliquen variaciones entre ellos. En este
artículo analizamos en qué medida la aparición de estos nuevos riesgos sociales,
definidos principalmente como proceder de una estructura familiar no biparental,
el origen (primera o segunda generación de inmigrante) y la participación o no
de la madre en el mercado laboral, puede aumentar las desigualdades educativas
entre chicos y chicas. Metodología: De acuerdo con este objetivo, analizamos la
distribución de las puntuaciones de PISA 2009 en matemáticas, ciencia y
comprensión lectora para España mediante una serie de modelos de regresión
lineal multivariante. Contamos con una muestra de 25.887 estudiantes de
secundaria (50,8% chicos y 49,2% chicas). Resultados: Observamos que los chicos
son más vulnerables que las chicas cuando se exponen a situaciones de “nuevo
riesgo social”. Los chicos de origen inmigrante tienen mayor riesgo de obtener
peores puntuaciones en las pruebas PISA que las chicas de origen inmigrante.
Esta situación se repite en el caso de los chicos que viven en estructuras familiares
no biparentales. Asimismo, las chicas se benefician en mayor medida que los
chicos de tener una madre con un nivel educativo superior o que esté
participando en el mercado de trabajo. Conclusión: Estos resultados plantean la
necesidad de tomar en consideración factores no-cognitivos que intensifican la
brecha de género en la planificación de estrategias educativas para corregir
desigualdades emergentes.
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Palabras clave: Nuevos riesgos sociales, vulnerabilidad educativa,
competencias en pruebas PISA, resultados educativos, brecha de género,
inmigración.

Introduction

The gender gap in educational attainment

In recent decades there has been an unprecedented educational
expansion in Spain and other developed countries. The economic
expansion that took place in most Western countries after World War II
created a greater demand for skilled labour. In that context, governments
extended compulsory education, and youth prolonged their stay in the
education system in order to take advantage of new job opportunities. In
Spain, the number of students in compulsory education has doubled
in the last 50 years, and the growth of the university population has been
one of the highest among OECD countries. This educational expansion
has been largely driven by the entry of new cohorts of women into the
highest levels of educational pathways. The percentage of women with a
post-compulsory secondary education qualification has increased from
8.2% in the cohort born before 1931 to 71% in that born between 1971
and 1980. There has also been a significant increase in universities, where
the percentage of women graduates has increased from 4% to 45.4%. The
great female advancement in the field of education has caused unusual
gaps to appear between the educational attainment of men and women.
Among 17-year-old individuals in Spain, 69.5% of females are pursuing
post-secondary education, while the percentage is only 57.8% for males
(Marí-Klose, Marí-Klose, Granados, Gómez-Granell and Martínez, 2009).
Women have undoubtedly been successful in education. The advance

of men in comparison has been much more modest, and therefore the
concentration of educational failure in this group is more evident.
According to the Spanish Living Conditions Survey (Encuesta de
Condiciones de Vida), 9.8% of males aged between 18 and 24 have no
Secondary School qualifications, nor are they pursuing any training,
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compared to 5.5% of women. The differences are even greater for 18-to-
24-year-old individuals without any post-compulsory education.
According to the data provided by the Spanish National Institute for
Educational Evaluation from 2011 (Ministry of Education and Science),
31% of males and 21.9% of females dropped out early from school. 
Men’s disadvantage in the education system has taken many

researchers by surprise. During the 1990s, in Spain as well as in other
countries, the majority of surveys still showed that women were the most
negatively aggrieved by the education system. Some of these studies were
crucial to developing pedagogical practices aimed at remedying harmful
processes in women’s education. But from the second half of the 1990s,
the results obtained by males began to be identified as being the most
problematic (Goldin, Katz and Kuziemko, 2006; Weaver-Hightower, 2003;
Arnot, David and Weiner, 1999). The alarm was triggered mainly in
English-speaking countries, often fuelled by non-academic sources
(media, pseudo-scientific literature, stakeholders) that were prone to
drawing connections between low educational achievement and other
‘pathologies’ associated with masculinity: behavioural disorders, risk
behaviour, violence, suicide. However in recent years growing attention
has been paid to these issues by academia (Buchmann, DiPrete and
McDaniel, 2008; Connell, 1996 and 2000). These studies emphasised the
‘toxic’ elements of male socialisation: the root of men’s educational
problems lies in the social construction of masculinity, particularly in
certain disadvantaged social groups. And in this sense the family context
and parenting styles can have a decisive influence. In an ethnographic
study on second-generation Caribbean immigrants in the United States,
López (2003) showed that the application of different socialization
standards’ according to gender in immigrant communities placed men
and women differently in their educational pursuits. While girls see their
paths conditioned by their parents’ inclination to exercise greater control
over them and to demand greater accountability, immigrant boys
experience more lax rules and tolerance of habits and behaviours that
are incompatible with educational attainment.
In general, there seems to be a high degree of consensus that one of

the keys to poorer educational performance in males lies in their lack of
non-cognitive skills. That is, men have weaker interpersonal skills, are
less persistent, less disciplined, and have poorer communication skills. It
has also been shown that individuals who do not possess these skills tend
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to have much lower levels of educational attainment. Heckman, Stixrud
and Urzua (2006) quantified the relative value of cognitive and non-
cognitive skills. They found that the more developed people’s
non-cognitive skills were at early ages, the more likely it was for them to
obtain a university degree or have a higher salary, and the less likely it
was that they would be in prison (in the case of men), and that they
would be teenage single mothers (in the case of women). 
Some authors have suggested that the family and school environment

influence the non-cognitive skills of individuals, with different effects on
boys and girls. An example of this is the work of Bertrand and Pan (2011),
who followed the lifes of twenty thousand boys and girls over twelve
years. Firstly they studied the influence of the school they attended.
Interestingly, the differences in non-cognitive abilities between boys and
girls did not vary according to the level of discipline at the school, the
age at which children started kindergarten or the sex of their teacher.
However, family structure proved to be a key factor. Boys who had been
brought up outside of the so-called traditional family (with two biological
parents being present) had serious shortcomings in non-cognitive skills.
For example, the probability of being expelled from school for
misbehaviour, considered one of the best predictors of failure at school,
was much higher (25% vs 10%). According to the authors, this is partly is
due to the fact that single mothers tend to spend less time with their sons
than with daughters. In addition, single mothers also reported greater
emotional distance from their sons. Boys are especially vulnerable in
single-parent families. The increase in the number of children not living
with both biological parents has further aggravated the problem.
Another argument focuses on economic changes and the composition

of the workforce. In recent decades, the economies of developed societies
have gradually settled into a post-industrial stage, where the composition
of the labour force has been feminized. Most new jobs are being created
in the service sector, where women have historically found suitable spaces
to engage in work. The truth is that in recent years women have had
increasing opportunities for participation and success in the labour
market. The massive entry of women into the labour market has been
accompanied by improvements in their work prospects. In most
developed countries, the discrepancy in wages between men and women
and the levels of occupational segregation by gender have been reduced.
Women have responded to the growing opportunities in the labour
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market by increasing their investment in human capital. Economic
incentives for women to pursue studies have been of unquestionable
importance in explaining their educational strategies. But there are other
not strictly economic incentives which can play a major role in their
behaviour. Many of these incentives are related to the advantages for
women to have high-level educational credentials in other areas of their
personal life. As evidenced by a substantial volume of sociological
literature, educational credentials give women bargaining power within
their relationship with their partner. Women who have more resources in
terms of market value are in a better position to demand that their
partners take on a greater level of shared responsibility in performing
household chores (Esping-Andersen 2009; Iglesias Ussel, Marí-Klose,
Marí-Klose and González Blasco, 2009).
Specifically, Guiso, Monte, Sapienza and Zingales (2008) found minor

differences between the results of boys and girls in mathematics (using
PISA 2003) in OECD countries with a more gender-egalitarian culture.
These results show that a positive relationship exists between the
transmission of gender roles from mother to daughter and girls’ scores in
the results of these tests. In Spain, González de San Román and De la
Rica (2012) noted that in the Autonomous Regions with greater gender
equality, the negative gap affecting girls in mathematics decreases, while
their advantage in reading skills increases. This suggests that cultural and
gender norms appear to be an important factor in understanding gender
differences in the PISA results for the various Autonomous Regions in
Spain. The same study also showed that girls whose mothers were active
in the labour market had better educational outcomes in terms of
mathematics and reading comprehension. Consequently, there is a certain
mechanism in place in terms of gender role transmission from mothers
to daughters.
Other studies have shown the importance of the presence of a working

mother in the future engagement of their daughters in the labour market
(Bertrand, 2010; Farré and Vella, 2007). According to Bertrand (2011),
qualified mothers who participate in the labour market show their
daughters a role model that challenges traditional stereotypes which
identified the man as the sole household breadwinner, with the woman
being the caring figure that must stay in and look after the home. Mothers
who break these moulds transmit this breach of gender roles to their
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daughters, which ultimately leads their daughters to improve their
educational performance in more technical matters.
Therefore there is no single, indisputable explanation to account for

the gap in educational attainment between men and women. Some
authors even question the magnitude or significance of this gap. One
criticism stated against the thesis of female advantages in educational
outcomes is that the drawbacks identified in males only affect some
socioeconomic segments of the male population (primarily concentrated
in the more disadvantaged groups), while situations of superiority remain
among other social groups. The thesis is that educational outcomes are
distributed differently between men and women. The spread of scores
was smaller among females, while a higher number of males were found
at the two ends of the distribution (Cole, 1997).

New social risks and the educational vulnerability of boys and girls

Many contemporary societies have undergone major changes in family
structures and their demographic composition, which have opened new
spaces of social exclusion in childhood. The growing number of broken
marriages and rearranged families, the increased migration flows and the
employment status of parents help shape the landscape of social risks
that affect individuals during childhood and adolescence. The concept of
“new risks” used in this study is an adaptation of the concept coined by
Taylor-Gooby (2004). According to this author, the new social risks
represent the risks that individuals and societies face as a result of the
economic and social changes associated with the transition to a post-
industrial society. Altogether four processes are defined that determine
these new risks: the increased entry of women into the labour market;
the impact of the responsibilities of caring for older people, due to an
increase in the proportion of elderly in the population structure; the need
of double income for families to reduce the probability of being below
the poverty line; the changes in the labour market (greater
competitiveness among countries and higher technology levels in
production development); and the expansion of the private service sector
to reduce public spending.
In this study we propose to identify the importance of some of these

processes of change in the educational gender gap, in particular: the
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growing number of broken marriages and blended families; increased
migration flows in recent years; and the employment status of parents.
These processes may help to portray a new landscape of social risks that
have a different impact on the education of children by gender.
An analysis of these results is used to assess educational attainment

and the variation in results between boys and girls in Spain. This study
particularly aims to determine whether there is greater vulnerability in
educational performance in males at risk of exclusion, which would partly
explain the broader gender gap in favour of women in recent years. To
achieve this goal, the following hypotheses are proposed:

n Male students from immigrant backgrounds (both first and second
generation) have a higher risk of failing at school than female
students. 

n Male students who live in single-parent households are at greater
risk of failing at school than female students. 

n Having a mother with a high level of education is more beneficial
to the success of daughters than of sons.

n Having a mother who does not participate in the labour market is
more detrimental to the educational success of sons than of
daughters.

Methodology

Sample

The Spanish sample of the database for the Programme for International
Student Assessment (PISA), 2009 was used throughout this study. PISA is
coordinated by the OECD and aims to assess the education of students
when they reach the end of compulsory schooling at the age of 15 years
old in the areas of mathematics, science and reading. The sample was
made up of 25,887 individuals (50.8% male and 49.2% female). A
preliminary descriptive analysis showed the existence of a gender gap in
the different subjects covered by PISA. On the one hand, the girls’ scores
in mathematics and science were lower (averaging 18.88 and 7.2 points
respectively) than those obtained by males. But in reading comprehension
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the gap was reversed: the girls’ scores were higher than those of the boys
by an average of 28.92 points. Due to the difference in the gender gap in
educational performance when considering the different subjects, it
became desirable to analyze the results obtained for the three PISA
competencies separately. This meant that the possible influence of the
individual analysis of each competency was controlled for. In order to
compare the different scores between boys and girls, three interval
dependent variables were employed.

Procedure

In all of the statistical analyses, plausible values (PV) of each competency
test were used as a dependent variable. For each of the competencies five
plausible values are provided. These are not actual test scores and
therefore are not treated as such; they are random numbers from the
distribution of results that could be assigned to each student. This
methodology was developed by Mislevy and Sheehan (1987 and 1989)
and is based on Rubin’s theory of the imputation of missing or lost values
(1987). As each student had answered a limited number of questions in
the test, an estimation must be made as to what the results would have
been if all the questions had been answered. The results were therefore
predicted based on the answers to the questions that the individuals
involved had answered, as well as on other variables obtained from the
context questionnaires. Instead of predicting a single score, a distribution
of values was generated for each individual of their associated
probabilities, and five plausible values were randomly generated for each
student. This methodology allows for the correction of bias in the
estimation of results from a small number of test questions. PV contain
components of the variance of random error, which are not optimal as
test scores taken individually (Nieto and Ramos, 2011).
To test the various hypotheses posed above, first the averages

according to the different characteristics relevant to the entire population
were calculated. Subsequently different models of linear regression
analysis of the scores in mathematics, science and reading comprehension
were used, broken down by gender. All models have the same
independent and control variables, as listed below.
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Variables

n Dependent variables: The scores for reading comprehension,
mathematics and science obtained by Spanish students in PISA 2009.

n Independent and Control variables: Four factors were identified as
potential risks that affect educational performance, which are widely
referenced in the literature. The first is the origin of the student,
divided into three categories: ‘native’ as the reference category, ‘first-
generation immigrant’ and ‘second-generation immigrant’. The
second is family structure, divided into 3 categories: ‘nuclear family’
(mother and father) as the reference category, then ‘single-parent
family’ and ‘other family types’. The third factor is the employment
status of both mother and father: ‘Employed’ (independently of
whether this is full-time or not) as the reference category and
‘inactive / unemployed’. Finally, the model included the educational
level of the mother and father, with four categories (‘low’, composed
of ISCED levels 0 and 1; ‘medium-low’ composed of ISCED level 2;
‘medium-high’ composed of ISCED levels 3 and 4, and ‘ high’ as the
reference category, comprising ISCED levels 5 and 6). In order to
control for possible spurious effects, further variables were added.
Three of them are indexes from PISA 2009: cultural possessions in
the family home, home educational resources, and family wealth;
and the other one, the type of school variable (private school taken
as the reference).

Results

The main results of the variables described, broken down by gender, are
presented below. Firstly, a distribution of means and standard deviations
of the scores for the tests of each competency (through the analysis of
plausible values) is shown, according to the different social and
employment characteristics of parents, type of family structure and origin
of students. Secondly, the tables showing the linear regression analysis
for males and females are presented.
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Mean scores by parents’ social and employment characteristics, type of

family structure and students’ origin 

Tables 1 and 2 show the means and standard deviations of the different
factors by gender. In both cases it was noted that the higher the
educational level of the father and, especially, of the mother, the higher
the results of the competency tests. Significant differences (p <0.01) were
found for the educational levels of the mother and father. The occupation
of the father and the mother had a positive influence on all the
competency results for males and females (p <0.01). Regarding the origin,
both native boys and girls obtained significantly higher mean scores,
especially when compared with first-generation immigrant students (over
60 points’ difference in the three competency tests; p <0.01). Regarding
family structure, the boys and girls who scored above the mean were
those who were living with both their parents (p <0.05). In both tables it
can be seen that for males and females the factor that was strongly
associated with performance in the PISA tests was the educational level
of the parents, especially that of the mother.
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TABLE I. Scores for Reading Comprehension, Mathematics and Science by parents’ social and

employment characteristics, family structure and students’ origin. Boys
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TABLE II. Scores for Reading Comprehension, Mathematics and Science by parents’ social and

employment characteristics, family structure and students’ origin. girls
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Factors associated with the educational gap between boys and girls

The variables included in the linear regression model account for around
17% of the variation in the scores of boys (R2 = 0.17 in reading
comprehension and sciences, and 0.18% in mathematics) and
approximately 20% in the case of girls (R2 = 0.20 in reading
comprehension, 0.19 in sciences and 0.21 in mathematics) (Tables 3 and
4). All of the variables included were significant (the majority at p<0.001),
with the exception of the fathers’ employment status in the case of boys,
and of being a second-generation immigrant for both sexes.
First, it was found that, under equal conditions, the educational level

of the parents was important in the educational performance of both girls
and boys. The lower the educational level of the parents, the poorer the
educational performance of the children. But some differences were
identified between boys and girls. The low educational level of mothers
had a greater negative effect on girls than boys. For example, the
daughters of mothers with low education levels had scores 33.6 points
lower in reading than the daughters of mothers with higher education
level (Table 4). Nevertheless, the reduction found in boys was 26 points
in reading (Table 3). Similar data were identified in the scores for
mathematics and science. On the contrary, the father’s education level
had a greater negative effect on boys than on girls. Sons of fathers with
low education levels obtained 19.6 points lower in reading
comprehension than the sons of fathers with higher education levels.
However, the reduction for girls was 11.2 points on average.
Second, boys and girls of foreign origin had poorer scores than

Spanish ones when controlling for other variables. While the effect was
stronger for first-generation immigrant students, second-generation
immigrants also had poorer scores than native Spanish children.
Furthermore, it was seen that the negative effect was greater in boys than
in girls, especially in mathematics and science among first-generation
immigrant students: in mathematics and science first-generation
immigrants experienced an average reduction of about 54 points with
respect to natives; however, girls had a 45.6 point reduction in
mathematics, and a 40.9 point reduction in sciences.
With regard to family structure, living in circumstances other than a

nuclear family had a negative effect on the educational outcome among
both girls and boys, but especially among the latter. Living in a single-
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parent family caused a reduction in the results in reading comprehension
in 7.9 points for boys and in 4.3 points for girls compared to those living
in a nuclear family, while the reduction in mathematics was in 15.4 points
for boys and in 12 points for girls. However, the difference was not so
evident between boys and girls when taking into consideration the
category of other family types. Even in the case of mathematics and
reading comprehension the effect was lower on girls than on boys.
Nevertheless, it needs to be borne in mind that students living in other
family types represent only 1.6% of the sample, and the results are not
very robust.
Finally, having a mother who is engaged in the labour market had a

positive effect on the educational performance of boys and girls. The
daughters of mothers who did not work scored 8.3 points lower in
reading comprehension (boys, 11.9 points lower). But the difference was
greater in mathematics scores. The daughters of mothers who were not
in work scored 10.5 points lower in mathematics than the daughters of
working mothers (16.7 points lower for boys). The employment status of
the father had a significant effect on girls in the same direction as when
the mother was in employment, but this was not statistically significant
in the case of boys.
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TABLE III: lineal Regression Analysis. Scores for Reading Comprehension, Mathematics and Science

in boys

Note: (R): Reference category. level of signification: †p<0.1; *p<0.05; **p<0.01; ***p<0.001. S.E.: Standard Error. 
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TABLE IV: lineal Regression Analysis. Scores for Reading Comprehension, Mathematics and Science

in girls

Note: (R): Reference category. level of signification: †p<0.1; *p<0.05; **p<0.01; ***p<0.001. S.E.: Standard Error. 
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Conclusion

In light of the results it can be said that, as proposed in the first
hypothesis, immigrant male students (either first or second generation)
have a higher risk of performing worse than female students. The
literature on these issues, particularly extensive in the United States,
indicates that parents of immigrant origin are often more strict with their
daughters than with their sons, and consequently they demand better
educational outcomes of them (Espiritu, 2009; Sarroub, 2001). Instead,
parents tend to have a looser relationship with their sons, and they
tolerate behaviour that is incompatible with educational attainment
(López, 2003), which could explain these differences. Second, the data
indicate that living in a two parent family offers a certain degree of
protection against school failure. Moreover, a structure different from the
traditional family had a greater negative effect on boys than on girls, and
therefore boys were proven to have a greater vulnerability to these new
social risks, in line with our second hypothesis. Various studies have
shown that the negative effect of single parenthood should not be
attributed to conditions which occur in these households. A key factor is
the involvement of the non-resident parent in children’s education. Thus,
in divorced families, the negative effect of single parenthood decreases
with a growing involvement of the absent parent (usually the father) in
child’s life (Marí-Klose and Marí-Klose, 2012; McLanahan and Sandefur,
1994). The absence of the father may also affect boys more than girls
because fathers have a closer relationships with their sons (Marí-Klose
and Marí-Klose, 2012).
Third, as indicated in the third hypothesis, girls benefit more than boys

from having a mother with high educational level. The daughters of
mothers with low education achieve poorer scores than the daughters of
mothers with a high educational level. Similarly, the sons of fathers with
a low educational level obtained lower scores than those whose fathers
had a higher educational level. Thus, an inter-generational transmission
of gender roles in the educational career of young people was observed.
Our last hypothesis (having a mother in the labour market is more
beneficial for the school performance of daughters than for sons) was
confirmed, but only in part. The father’s participation in the labour market
also affects girls’ performance (not boys’), so here it is not possible to
talk so much about the transmission of gender roles. Further research is
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needed on why the employment status of both the mother and father has
an effect on girls, but only the mother’s employment status has an impact
on boys’ results. A more detailed study could also investigate the effect
of both employment status and economic level (through an interaction
of the two variables). The hypothesis is that working mothers who have
a university degree will have a much greater positive effect on girls than
on boys.
This research presents evidence of the importance of the new social

risks and social changes that have taken place in Spain in recent decades
to explain the differences and trends in the educational gender gap.
However, other non-cognitive factors also account for this gap. One
example is the research conducted by DiPietre and Buchmann (2013),
which highlighted the significance of the school context and social norms
around stereotypes of masculinity. In turn, the comparative study by
Gonzalez and De la Rica (2012), using data from PISA 2009, found a
significant positive correlation between indicators of gender equality and
the gender gap in reading and mathematics, which suggests that in more
gender-egalitarian societies students reduce the gap in mathematics and
tend to increase their advantage in reading. In this case, the fact that the
position women’s position in society has a certain effect on the
educational gender gap provides evidence along the lines of our study.
The rise of women’s participation in the labour market is a key factor in
explaining the improvement in gender equality in recent decades.
Although new risks are a key element in explaining the current trends

in educational attainment of boys and girls, they are not the only non-
cognitive factors to be taken into account to understand this
phenomenon.
Improving the educational levels of the young by preventing failure at

school and early school dropout is one of the priorities of governments
and international organisations in order to promote equal opportunities
and economic competitiveness. But while a boost in political strategies
that can correct emerging inequalities and improve the efficiency of the
education system is necessary, the importance of the gender variable and
its interaction with other social factors in explaining educational
outcomes cannot be neglected. Ignoring this may reduce the effectiveness
of these strategies.
When confronted with the greater failure of boys, several studies have

suggested that the key is to improve their non-cognitive skills. Heckman
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(2008) recommended undertaking high-quality actions in the early stages
of childhood to promote their capabilities and struggle against
educational inequality at its origin. Other authors have suggested
correcting for the lack of motivation by introducing explicit incentives.
Fryer (2010) showed that rewarding activities, such as reading a book,
enhance performance, while rewarding results did not render any
appreciable effects.
Finally, beyond potential educational policies, it might be families

themselves who hold the key to solving this problem. Bertrand and Pan
(2011) showed that a decrease in the quantity and quality of parental
inputs (such as reading books to them, going on cultural visits or seeing
performances together, going to the library, or participating in extra-
curricular activities) is particularly detrimental to non-cognitive
development in sons.

In short, in order to eliminate the gender gap in educational
performance, as well as inequalities in education in general, specific
school policies and changes to the educational system are not sufficient.
Many of the factors that contribute to a greater educational vulnerability
are originated outside the school. These are the new social risks. These
new risks may have considerable and lasting effects unless political efforts
are made to minimise them. Inadequate educational practices in the
present lead to low economic productivity in the future.
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Abstract: 
Education scientific journals are a key element for the progress of educational

research. The added value which might be expected from the rising prices of
scientific journals has one of its accountable factors in the bibliometric indicators
as a measure of performance. The research question addressed in this paper is
whether there are significant differences in bibliometric performance of the most
expensive (in terms of price per article, price per citation and other related
measures detailed in Appendix I) educational research journals in JCR 2013 when
compared with the less expensive educational journals or not. For this purpose,
data was gathered from Journal Prices and Journal Citation Reports, for Education
& Educational Research journals. Statistical analyses comparing the bibliometric
performance of the most expensive against the less expensive educational
research journals evidences the existence of non-significative differences between
the two segments in most of the variables analyzed, thus putting into question
the added value of buying and / or publishing in expensive educational research
journals. It is concluded that, at least from a bibliometric perspective, expensive
educational journals do not add significant value to the contents published. This
can be understood as an abnormality in the market of scientific journals and
might, in the long run, compromise the knowledge exchange among researchers
working in education fields. 
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Resumen: 
Las revistas científicas de educación son un elemento fundamental para el

progreso de la investigación educativa. El valor añadido que cabría esperar
teniendo en cuenta los precios crecientes de las revistas científicas cuenta con
un factor subyacente cuantificable: los indicadores bibliométricos, como medida
de desempeño. La pregunta de investigación abordada en este artículo es la
existencia o no existencia de diferencias estadísticamente significativas en el
desempeño bibliométrico de las revistas científicas de educación en JCR más
costosas (en términos de precio por artículo, precio por cita y otras medidas
relacionadas) comparándolo con el correspondiente a las revistas menos caras.
Para este objetivo, se ha reunido información procedente de Journal Prices y
Journal Citation Reports relativa a revistas de educación e investigación educativa.
Las técnicas estadísticas empleadas para contrastar el desempeño bibliométrico
de las revistas más caras y menos caras evidencian la existencia de diferencias
no significativas entre ambos segmentos en la mayoría de las variables analizadas,
por lo que se pone en entredicho el valor añadido de comprar / publicar en
revistas de educación caras. Se concluye que, al menos desde una perspectiva
bibliométrica, las revistas más caras de educación no añaden valor de forma
significativa a los contenidos que publican, lo que puede entenderse como una
anormalidad en el mercado de las revistas científicas y podría, a largo plazo,
comprometer el intercambio de información entre investigadores en áreas de
educación. 

Palabras Clave: Revistas científicas, Educación, Coste-eficacia de revistas,
precios de revistas, valor añadido. 

Introduction

The market of scholarly publications

Scientific research is nowadays conducted in the midst of a huge
information market. The publication of scientific journals, the production
of bibliographic / bibliometric databases, the payment for publication in
OA (in its various modalities) or self-publication are some of the activities
related to a big business. Often, that scientific information market has a
direct influence on scientific activity, on scientific outputs’ assessment and
on scientific publishing. In example, the escalating prices of commercial
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and reference scientific journals1 (which is by far not a recent issue, as
De Gennaro, 1977, pointed out) drives academic institutions to carefully
select their subscriptions to journals and, therefore, to dispense with some
journals. This implies that researchers have more difficulties when
accessing the scientific information they need, given a constant budget. 

The publication of research results is also affected by those market
conditionings. Specialized journals, as well as those best considered by
research evaluation agencies are largely published by commercial
publishing groups, which provide access to their journals through
subscription fees (of packages, in many occasions). Some of these groups
provide authors with the possibility of publishing OA papers by paying
a given fee, usually denominated Article Processing Charges (APCs). This
situation also affects the budgets of research projects and competitive
funding: the calls for candidate projects, as well as the regulations and
laws (both national2 and international3) contain recommendations on
publishing deadlines which do not coincide with the requirements of
commercial publishers, unless the APCs are paid in order to publish the
manuscript in OA. Golden OA has resulted in an extraordinary source of
revenue for big publishers, as the exponential growth of the so-called
“hybrid” journals (commercial journals which accept OA publication after
APCs payment) evidences (Björk & Solomon, 2014).

Regarding bibliometric databases, which bibliometric indicators prevail
in many assessment exercises have also a high price (Web of Science, in
example), which is usually assumed by public institutions (therefore, paid
from public budgets). On top of these aspects, there is the free and
altruistic work of reviewers of scientific journals all over the world
(Bergstrom 2001). 

Since the economic dimension of publication and assessment of
scientific research outputs does directly affect research and its budgets,
it is necessary to deepen into cost-effectiveness of publications. The
information from such research might be useful for decision making
for researchers, evaluators and policymakers working on scientific
policy. 
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(3) European Commission (2013). Guidelines on Open Access to Scientific Publications and Research Data in
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Cost-effectiveness of scientific journals.

From a classical demand law perspective, the prices of journals are a
factor to be taken into account when considering its demand and
therefore the circulation of the scientific knowledge, achievements
and evidences published in their pages. Nevertheless, the elasticity of
demand in the case of scientific knowledge as a sellable good might well
not be thoroughly comparable to the elasticity on other (not Veblen nor
Giffen) goods, given the particularities of its specific market. Each article,
subjected to a copyright status, represents a micro-monopoly (Bergstrom
& Bergstrom, 2004): the inelasticity of its demand lies (among other
factors (Bergstrom 2010; Zheng & Kaiser, 2012) on the originality of
scientific manuscripts. Its uniqueness, novelty and the possibility of
acquisition of that good by only one source (under the terms and
conditions, displayed by the owner of the copy rights on the article)
implies one of the pre-conditions for a monopolistic-like status of the
scientific paper. Situations like this have been subject, at least in
the United Kingdom, to an investigation and subsequent statement by the
Office of Fair Trade (Office of Fair Trade, 2002), pointing out
the abnormalities of the market of scientific journals, particularly in the
case of publishers such as Elsevier. Although the Office did not decide to
take action, they stated:

‘In doing so [considering further action], we would be aware that
although the UK is an important base for, and user of, scientific
journals, it accounts for a fraction of the world market and so would
wish to consider whether any action might be best conducted
internationally.’

Among the main conclusions of a report on the economics of scientific
research publishing commissioned by the Welcome Trust in 2003
(Welcome Trust, 2003), two conclusions can be found in its executive
summary: 

‘-Price is unimportant at point of use for the research community
-Journals are not easily substitutable for each other.’

Also, the fact that the end user of a scientific journal is –in many
occasions– unaware of the price of the subscription to that journal, since
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it is paid by the institution as part of its budgets, contributes to the
inelasticity of demand. The prototype of the factors underlying that
inelasticity of demand can be found in the case of a highly specialized
researcher who will not find a substitute for an also specialized journal
covering his research topic, who also does not know how much does his
institution pay for the subscription to that journal.

A researcher in that situation, which is a common one, will have little
chance to be uncomfortable with the benefit margin of commercializing
the papers he sends to that, plausibly expensive (in the case of a non
Open Access journal) journal 

Coordination games, as Bergstrom (2001) puts it, lies behind the
stability of a strongly uneven (but highly profitable) market. The
customary tradition of publishing in a given prestigious publication,
which serves as meeting point for researchers, which in a given point of
its history starts being published by a commercial group, makes it difficult
for the community of researchers ‘around’ that publication to switch to a
free or cheaper one. Usually, the need for that journal has been
established by previous researchers. This need is then exploited by
companies which acquire the publication and generate profitable market
in which the work of researchers is free for the journal (both the research,
the writing of the manuscript and the blind peer review), but not for the
end user (very often, the same community of researchers which produces
the research results then published in the journal). If we add to that the
plausibly limited added value, in terms of citations received by the works
published by the journal, of the new, for-profit journal, the market
parameters are sufficiently abnormal as to wonder how this situation can
be sustained in time. It is important to note here that the journal prices
in this paper are those from subscription fees. 

Previous studies (Bergstrom & Bergstrom / Mcafee, developers of one
of the databases used in this study) analyzing the relationship between
the cost-effectiveness and bibliometric behavior of journals in the fields
of Economics and Ecology have evidenced (Bergstrom, 2001) that there
is not a direct statistical relation between the price per article and the
price per citation and their total number of citations or eigenfactor. One
of the most solid conclusions of their studies is that scientific community
would be benefitted if costly journals are displaced by less expensive
journals. This affirmation is strongly based on evidence, pointing in the
direction that there is not a straight relationship between the quality
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(understood under the prism of citations and citation-based metrics) and
the price. Also, other remarkable studies have been published regarding
analyses of publications in the field of Geography (Geoforum Editorial,
2006), setting evidence against the added value of the journal being
published by a large publishing group or Mathematics (American
Mathematical Society, 2011), as can be found in Bergstrom website
(http://www.econ.ucsb.edu/~tedb/Journals/jpricing.html). 

Among the various measures an author can take in order to advance
in the direction of paying less for the same quality content, Bergstrom &
Bergstrom affirm(Bergstrom & Bergstrom, 2006) ‘by refusing to do unpaid
referee work for overpriced commercial publications, by self-archiving
their papers in preprint archives or institutional repositories, and by
favoring reasonably priced journals with their submissions (…)’. 

These actions become particularly important in the case of Education
journals, since, as will be developed in the results section, the proportion
of for-profit journals in the field is 3% higher than in the rest of the
population of journals (at least in JCR). 

Given the instrumental role of journals for the scientific advancement
of research in this field, further analyses, comparing the situation of cost-
effectiveness in education journals is relevant for decision making
regarding this competitive market.

Given the central role of acquisition policies in university libraries and
research facilities, providing information on the cost effectiveness, as
Bergstrom and Mcafee have been doing, should be recognized as an
important service to those audiences. Most of the literature regarding
business models of scientific communication spins around open access,
but it is important to take into account that the several OA economic
models put most of these journals in similar conditions (at least for the
calculation of the indicators of cost-effectiveness) to those non OA
journals. Therefore, in this study, the analyses will not include OA / Non-
OA journals as a splitting variable. 

Education & Educational Research journals

There is no controversy regarding the fact that Education is a pillar of the
progress and welfare of any society (Burbules & Torres, 2013). Also, there
is general consensus around the role of educational research in the
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evolution of educational practice worldwide, although the measurement
of the impacts of educational research does not lack sharp edges and
deep methodological discussions (Francis, 2011). There is also little doubt
that publishing the results of educational research through journals
(among other means, such as monographs), and setting the basis for the
research on the findings detailed in the scientific journals of the field is
one of the most important channels for ‘making an impact’ (not only in
terms of citations, but mainly, as policymakers might be expected to
consider the best available evidence when taking political decisions which
affect millions of people), as well as for setting the basis for the additive
accumulation of knowledge in the discipline. 

One of the sides of the impacts of educational research is the link
between the two activities: research and publication. Regarding this
important issue, and not only affecting the diffusion of educational
research results, a controversial topic has emerged as a consequence of
the development of new models of journal publication: the price of
publication and the cost-effectiveness of scientific journals. 

Given the central role of Education and, subsequently, educational
research in the improvement of a wide range of social parameters, and
taking into account that for this research to permeate those making
decisions (as well as practitioners and other audiences) it needs to be
made available, the question of which is the behavior, in terms of cost
effectiveness, of educational scientific journals is a relevant issue.

Objectives

This research had the general objective of testing the empirical relation
between the cost, profit status and price per citation / paper of Education
& Educational Research journals and their bibliometric performance. 

The working hypothesis is that, if the high cost of commercial journals
is justified by the added value to editorship and, therefore, their
acceptance and impact among research communities, a higher value
would also be expected in terms of the values of bibliometric indicators. 

Methodology

The variables used in this study are the following: 
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Journal Title, ISSN, Publisher, Subject, Year First Published, Profit
Status, Price per Citation, Composite Price Index, Relative Price index,
Value Category, Total citations, Impact Factor, Immediacy Index, Cited
Half Life, 5 year Impact Factor, Eigenfactor, Article Influence and Price
per Article. 

A definition of the cost-effectiveness indicators is provided in
Appendix I. 

The datasets used in this study are the following ones: 
Regarding journal prices information: the 2013 dataset of Journal Cost-

Effectiveness retrieved in March, 2013 at http://www.journalprices.com/.
This source of information, developed by Ted Bergstrom and Preston
Mcafee, is the most comprehensive freely available database regarding
journals cost-effectiveness. The journals covered in the database are ‘all
journals from which the ISI Web of Science publishes citation counts and
for which we were able to find prices’ (http://www.journalprices.com/
explanation2013.html). This concept takes form in two main variables for
each of the 10,100 journals in the database: price per article and price
per citation. Other variables displayed in the database for the set of
journals are: Composite Price Index, Profit status (Non-Profit and For-
Profit, depending on the characteristics of the publishing institution),
Relative Price Index and Value (Good, medium or bad). More specific
information can be found at: http://www.journalprices.com/explanation
2013.html

Regarding the bibliometric behavior of journals, JCR 2013 data has
been crossed with Journal Prices data (for education journals only).
Nevertheless, not all education journals have been studied, since some
sets of journals are too small for significant statistical analyses. Also, the
co-classification of journals involves the possibility of comparing
Education & Educational Research journals with others which could show
parameters (particularly in the case of bibliometric variables) uncommon
to the discipline (such as in the case of Engineering). The sets of journals
studied are the following: Education, 145 journals; Education, Social
Science, 21 journals; Education, Psychology, 12 journals;
Education, Medicine: 28 journals. The sets excluded from the analyses
are: Education, Engineering, 4; Education, History, 2; Education,
Humanities, 2; Education, Law, 1; Education, Physics, 2;
Education, Psychology, Social Science, 2. After the removal of duplicate
registers (due to co-classification of journals), the final set of journals had
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195 elements. Exceptionally, for the analyses carried out regarding the
diachronic evolution of price-related variables all journals under the
“Education” subject category in the Journal Prices database have been
considered (from 98 in 2004 up to 222 in 2013).

In all cases, the p-value considered has been 0.05, except in those in
which the Montecarlo correction has been applied. 

Normality tests

Preliminary tests: the first necessary test in order to determine if
parametric or non-parametric tests are to be applied to the data is a
normal distribution test. In this case, Kolmogorov-Smirnov 1 sample tests
have been carried out for all quantitative variables and for all the journals
in the database in its 2013 edition. The results shows that none can be
considered normally distributed: Price per article K-S (10.100, 0.001) =
30.11; Price per citation K-S (10.100, 0.001) = 38.67; Composite Price
Index K-S (10.100, 0.001) = 31.352; Relative Price Index K-S (10.100,
0.001) = 32.350. Therefore, all techniques applied to data will be non-
parametric. 

Analyses within education journals
a) Chi-square over profit status and subject
In order to test the hypothesis of an association between the profit

status of journals in each subject and the three subjects (within Education)
considered in this second part of the results section, a chi-square test was
carried out. The test reveals independence between the two variables in
the different categories: �2 (2, N=194) = 3.7, p=0.157.

b) Mann-Whitney U rank tests on profit status and bibliometric
indicators. Can it be expected to get higher impact factor and related
measures if publishing in for profit or non for profit journals?

In order to test the hypothesis, Mann-Whitney U nonparametric tests
have been applied to all scale (quantitative) variables, comparing the two
groups of education journals as a result of the split in for-profit and non-
profit status. The results can be found in the following table: 
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TablE 1. Mann-Whitney u, for-profit / non for-profit

Although it is not surprising that for-profit journals’ owners show a
significantly higher median for the price per article and price per citation,
and therefore (since both are strongly related to it), the composite price
index and the relative price index, it is surprising that, according to the
results of the test, the differences between Non-profit and For-profit
journals in all the indicators related to their bibliometric performance are
non-significant, except in the case of the Cited Half Life, in which for-
profit journals perform better.

g) Mann-Whitney U rank tests on price per article and bibliometric
indicators. Can it be expected to get a higher impact factor and related
measures if publishing in the HALF most expensive (in terms of price per
article) education journals?
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TablE 2. Mann-Whitney u, half higher tier in price per article / half lower tier in price per article
(Currency: uSD)

As might be expected, there are significant differences between price
per citation, composite price index and relative price index. Nevertheless,
there are not significant differences between the half lower and half
higher values in their medians in the case of total citations, impact factor,
immediacy index, 5 year impact factor, eigenfactor and article influence.
In all these cases, except in article influence, the median is higher
(although not enough as to imply a statistically significant difference) in
the case of education journals from the tier containing the half lower
values of price per article. The cited half life is a sole exception in the
analyses: there are significant differences, the median being bigger in the
case of the journals with the higher values of price per article. 
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TablE 3. Descriptive statistics (half higher tier in price per article / half lower tier in price per
article)

h) Mann-Whitney U rank tests on price per citation and bibliometric
indicators. Can it be expected to get higher impact factor and related
measures if publishing in HALF the most expensive (in terms of price per
citation) education journals.

Mañana Rodríguez. J., Giménez Toledo, E. EDuCATIOn & EDuCATIOnAL RESEARCH JOuRnALS: buSInESS MODELS AnD bIbLIOMETRIC pERfORMAnCE

Revista de Educación, 369. July-September 2015, pp. 31-57
Received: 23-09-2014    Accepted: 10-04-2015

42



TablE 4. Mann-Whitney u, half higher tier in price per article / half lower tier in price per article.

There can be observed significant differences between the two sets of
journals in all the variables. As in the previous analyses, the differences
in price per article, composite price index and relative price index were
expected. In all cases, (except in the cited half life), total citations, impact
factor, immediacy index, 5 year impact factor, eigenfactor and article
influence show a higher median in the group of journals which
constitutes the half with lower values in the set of education journals. 
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TablE 5. Descriptive statistics (half higher tier in price per citation / half lower tier in price per
citation)

Mann-Whitney U rank tests on Composite Price Index and bibliometric
indicators. Can it be expected to get higher impact factor and related
measures if publishing in HALF the most expensive (in terms of
Composite Price Index) education journals?
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TablE 6. Mann-Whitney u, half higher tier in Composite price Index / half lower tier in Composite
price Index. 

Since the composite price index is the geometric mean of the price
per article and the price per citation, the results of this test are expected
to be very similar to ones from the preceding tests. For all variables, the
impact factor, immediacy index, 5 year impact factor, eigenfactor and
article influence show significantly lower median values in the case of
the higher Composite Price Index tier, while the cited half life is the only
variable with significantly higher median for the higher composite price
index tier. 
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TablE 7. Descriptive statistics (half higher tier in Composite price Index / half lower tier in
Composite price Index)

j) Mann-Whitney U rank tests on Composite Price Index and
bibliometric indicators. Can it be expected to get higher impact factor and
related measures if publishing in HALF the most expensive (in terms of
Relative Price Index) education journals?
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TablE 8. Mann-Whitney u, half higher tier in Relative price Index / half lower tier in Relative price
Index. 

As well as in the case of the previously analyzed cost-effectiveness
indicator, significantly higher median values for total citations, impact
factor, immediacy index and 5-year impact factor can be observed in the
journals belonging to the half lower values tier of Relative Price Index. 
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TablE 9. Descriptive statistics (half higher tier in Relative price Index / half lower tier in Relative
price Index)

General diachronic overview

In order to offer a general image of the evolution of some of the most
relevant indicators taken into account in this research, the values for the
years 2004, 2006, 2008, 2010, 2011, and 2013 (those available at Journal
Prices website) are reflected. 
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ChaRT 1. percentage of ‘value category’values for education journals from 2004 

As it can be easily observed, there is a clear tendency towards the
increase in the percentage of journals with bad value categories, in
detriment of the good and medium value categories. 
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ChaRT 2. Evolution of mean price per article and price per citation. Education journals from 2004 

As it is consistent with previously reported data, there is also an
increase in the price per article. This increase is linear, while the
fluctuations in the price per citation are strong. 
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ChaRT 3. Evolution of mean Composite price Index and Relative price Index. Education journals
from 2004 

The increase of the Composite Price Index (The Composite Price Index
is the geometric mean of the Price Per Article and the Price Per Citation.)
is linear since 2009, which is congruent with the data shown above. It is
important to note, nevertheless, that since Journal Prices is based on data
from JCR, it cannot be affirmed that this tendency (although it seems a
plausible hypothesis) can be generalized to the rest of the population of
journals, since the selection policy of that product might bias the
composition of the educational journals population in one particular
direction. 

Conclusions

According to the evidence presented in this paper, there are no
statistically significant differences in the average ranks of the main
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bibliometric indicators between for-profit and non-for-profit educational
journals, between the half most expensive and the half less expensive in
terms of price per article nor price per citation. Moreover, in the case of
journals with higher Composite Price Index, the median is significantly
lower for impact factor, eigenfactor and article influence than in the case
of journals with lower Composite Price index (with the sole exception of
the cited half life), and the same situation can be also observed when
comparing the tier with half lower values of Relative Price Index. 

The added value, in terms of bibliometric performance, of for profit,
with high price per article, price per citation, Composite Price Index and
Relative Price Index journals in Education in JCR is strongly questionable.
From this evidence, it can be concluded that, assuming a certain degree
of stability in the data analyzed, publishing papers in expensive journals
does not involve a higher probability of adding (bibliometric) value for
that specific research, and outlines the role of inexpensive journals in the
path of scientific communication. It also puts into question which is the
added value of expensive journals and the publishing groups behind
them, and therefore, it also puts into question the balance of the market
of educational scientific journals. If no (bibliometric) or little added value
can be expected from expensive journals in educational scientific journals,
the perspective of the institutions which acquire the enormously
expensive licenses of these journals would have some evidence
supporting a less expensive but probably equally relevant collection of
titles. 

As well, the linear increase in the frequency of bad value category in
the set of journals studied (with the consequent decrease in the good and
medium value categories), as well as the linear increase in the price per
article involves a serious threat to the accessibility of scientific information
in educational journals which can only be counterbalanced by the sum
of individual decisions by both researchers (publishing in non expensive
journals or pure OA journals) and librarians (taking cost-effectiveness of
journals when choosing the titles in their collections). 

Discussion

The bibliometric behavior of educational journals shows that inexpensive
is not synonym for lack of interest or low scientific quality, as it has been
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attempted to show in some scientific works (Bohannon, 2013).
Organizations such as OASPA watch over the qulity of OA publications
and therefore argue against the results in that study (OASPA, 2013).
Predatory journals have contributed to the creation of a misleading image
of OA journals and, as a secondary effect, to non-for-profit journals;
nevertheless, the commercial interests of the groups behind highly
expensive journals might be benefitted from such discredited free journals
in the competition for placing their products. 

There are no comparable bibliometric indicators for other non-for-
profit educational journals although the efforts by OASPA and DOAJ in
order to identify OA journals with correct publishing practices deserve
attention. 

On the concept of profitability in the book publishing sector, Mario
Muchnik(2012) points out an idea that can be perfectly applied to
scientific journals: 

“PrestigiousFrench publishers, such as Le Seuil or Gallimard, had fixed
and keep profit margins under 3% while Random House- and its new
owner, Bertelsmann group- expect profit margins of at least 15%. The
result is unavoidable: the impoverishment and standardization of their
catalogues, the disappearance of editorial lines (and with them, entire
sectors of thought and creativity of authors), and the consequently
aridity of the reading offer and therefore social dialogue. “

The lack of evidences supporting the acquisition and use of expensive
journals while considering its effectiveness and value in bibliometric terms
should be taken into account by practitioners, researchers, policymakers
and librarians involved in educational activities. The shift towards
publishing and accessing free or cheap educational journals needs
evidence, some of which was intended to be presented in this paper. 

Regarding the limitations of the analyses carried out, it is worth
mentioning that factors such as inflation or different standard prices in
the various countries publishing education journals, the geographical
expansion of Journal Citation Reports might affect the reliability of cross-
country or diachronic analyses. 

Also, further analyses on the source of variance for the variables
studied such as publishing country or type of publishing institution could
shed light into the research problem analyzed. 
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APPENDIX I. Indicators definition.

According to the information stated by Journal Prices ( Journal Prices,
2013, available at http://www.hss.caltech.edu/~mcafee/Journal/
explanation.html), the indicators are defined as follows. 

Price Per Article: The number of articles published by each journal
in the five years 2002-2006 (the most recent years with data available) is
retrieved from the JCR database. The price per article is simply the price
of this journal for a year’s subscription to an academic library (see below
under «Calculation of Price» for details) divided by the average number
of articles published per year.

Price Per Citation: From the JCR database, we obtain a «recent citation
rate», for each journal in 2006. This is the number of times that volumes
of a journal published between 2002 and 2006 were cited in 2006, divided
by 5. The price per citation is the price of this journal for a year’s
subscription to an academic library (see below under «Calculation of
Price» for details) divided by the recent citation rate.

Composite Price Index: The Composite Price Index (CPI) is the
geometric mean of the Price Per Article and the Price Per Citation.

Profit Status: The profit status of the journal. This was determined
by hand using various internet resources. Errors should be submitted to
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the website manager. A few have unknown status, and these default to
for-profit for the purposes of calculations since only non-profits
contribute to the average non-profit price (see below). They are labeled
«unknown» in this category.

Relative Price Index: The relative price index (RPI) is the CPI divided
by the average CPI of non-profit journals in the same subject category.
Journals that have multiple subject listings are factored into the average
CPI for each field it belongs to, and its RPI is its CPI divided by the
average of the average CPIs for each field.

Value: The value category is a broad categorization of a journal as
«high value» «low value» or intermediate. A journal with an RPI less than
1.25 is classified as «good value», more than 2.5 as «bad value» and
everything else as «medium».

Contact address: Jorge Mañana Rodríguez. Centro de Ciencias Sociales y
Humanas. Grupo de Investigación ÍLIA. Calle Albasanz, 26-28. 28037 Madrid. E-
Mail: jorge.mannana@cchs.csic.es
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aPPENDIX II. frequency of publishers in the dataset used (Source: Journal prices). 
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Abstract
Self-concept is a person’s perception of their physical self in the context of

their life experiences. This study is aimed at getting to know the relationship
between mothers’ and fathers’ teenager-perceived parenting style, on one hand,
and each of the dimensions of physical self-concept (physical endurance, general
self-esteem, coordination, general physical self-concept, etc.) Six hundred 12-18-
year-old students from 12 secondary education centres took part in this research.
The «Parental Bonding Instrument» by Parker, Tupling & Brown (1979), as well
as a shortened version of the «Physical Self Description Questionnaire» by Marsh,
Martin & Jackson (2010), were used. Factor analysis was completed to assess
response validity. Besides, multivariate and univariate variance analyses were
used to identify which physical self-concept dimensions differ according to parent
educational approach and teenager gender. Results show that 33.7, 16.8, 17.1 and
32.4% of the mothers were perceived by teenagers as permissive, democratic,
negligent and authoritarian, respectively. Among fathers, these values were 32.0,
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19.2, 15.7 and 33.1%, respectively. In general, higher values associated to the 11
dimensions of the physical self-concept were observed among boys than girls.
The lowest values were found among teenagers who perceive authoritarian style
in their parents’ educational style. Therefore, teenagers who perceive a
permissiveness parenting style are concluded to get better physical self-concept
results than those who perceive an authoritative parenting style. Besides, the
possible negative impact of neglecting and authoritative styles on physical self-
concept is observed to be stronger among mothers than fathers. The implications
that lack of affection and excessive control may have on the formation of
appropriate self-concept in teenagers are discussed.

Key words: parenting styles, physical self-concept, adolescents, secondary
education, self-esteem.

Resumen
El autoconcepto hace referencia al modo en que una persona se percibe y

valora a sí mismo en el contexto de sus experiencias vitales. Este estudio tiene
como objetivo conocer la relación del estilo educativo percibido por los
adolescentes, en madres y padres, con cada una de las dimensiones del
autoconcepto físico (resistencia física, autoestima general, coordinación,
autoconcepto físico general, ...). Seiscientos estudiantes de entre 12 y 18 años,
procedentes de doce centros de educación secundaria, participaron en esta
investigación. Se emplearon el «Parental Bonding Instrument» de Parker, Tupling y
Brown (1979), y la versión reducida del «Physical Self Description Questionnaire»
de Marsh, Martin y Jackson (2010). Para comprobar la validez de las respuestas se
llevó a cabo análisis factorial, y para determinar qué dimensiones del autoconcepto
físico diferían atendiendo al estilo educativo y el sexo de los adolescentes se
emplearon análisis multivariados y univariados de varianza. Los resultados
muestran que el 33.7, 16.8, 17.1, y 32.4% de las madres fueron percibidas por los
adolescentes como permisivas, democráticas, negligentes, y autoritarias
respectivamente. En padres, el mismo orden de clasificación fue del 32.0, 19.2,
15.7, y 33.1%. En general, los valores asociados a las once dimensiones de
autoconcepto físico son más elevados en los chicos que en las chicas. Las
valoraciones más bajas se observan en los jóvenes que perciben en madres y padres
un estilo autoritario. Se concluye que los adolescentes que perciben en sus
progenitores un estilo permisivo obtienen mejores resultados de autoconcepto
físico que aquellos que les atribuyen un estilo democrático; y que la posible
influencia negativa asociada a un estilo negligente y democrático, sobre el
autoconcepto físico, es más acusada en las madres que en los padres. Se discuten
las implicaciones que la falta de afecto y el exceso de control pueden tener en la
formación de un adecuado autoconcepto físico durante la adolescencia.

Palabras clave: estilos educativos parentales, autoconcepto físico,
adolescentes, educación secundaria, autoestima.
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Introduction

The research on the relationships between family members and
behaviours that foster well-being in children and adolescents has
increased over the past few decades. This is partly as a result of the high
rates of overweight and obese in children and youth, along with their
associated physical and psychological problems (Barr-Anderson,
Robinson-O’Brien, Haines, Hannan & Neumark-Sztainer, 2010; Baskin,
Thind, Affuso, Gary, LaGory & Hwang, 2013; Berge, Wall, Larson, Loth &
Neumark-Sztainer, 2013).

The analysis of the association between family upbringing pattern and
children’s developmental achievements traditionally rely on two
constructs: sensitivity and requirement, also known as ‘affection’ and
‘control’ (Baumrind, 1971; Bersabé, Fuentes & Motrico, 2001). Sensitivity
is referred to the receptivity, amiability, affection and support expressed
by parents. Requirement or discipline is related to the parents’ degree of
control, supervision and maturity demands (Martínez & García, 2007).

Four parenting styles have been described according to these two
dimensions. They are viewed as a set of behaviours, attitudes and
expressions that characterize communication between parents
and children (Glasgow, Dornbusch, Troyer, Steinberg & Ritter, 1997;
Maccoby & Martin, 1983). The four parenting styles are: authoritative
(parents with high levels of sensitivity and requirement), permissive (very
sensitive parents with low requirement demands), authoritarian (parents
with low levels of affection and amiability, but high levels of control
and supervision) and negligent (parents with low levels of sensitivity and
requirement). 

Research on parent-child relationships has revealed that children and
adolescents who are educated in authoritative homes achieve better results
in various psychosocial adjustment indices compared with peers from
authoritarian, permissive and negligent homes (Steinberg, 2001). Still,
several studies have recently underlined the importance of cultural
differences in the influence of specific parenting styles on children. For
instance, Villalobos, Cruz & Sánchez (2004) found that a sample of Mexican
adolescents who attributed a authoritative or permissive parenting style to
their families achieved better results in various competence indicators and
psychosocial adjustment than adolescents from negligent or authoritarian
homes. No differences were found between children from authoritative and
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permissive homes. Related research based in Italy, Brazil and Spain also
show that adolescents who perceive a permissive parental style achieve
identical or higher scores on self-concept, internalization of values or
perceived efficacy for involving in physical and sport activities than
adolescents who perceive authoritative parental styles (García & Gracia,
2009; Martínez & García, 2007; Martínez-López, López-Leiva, Moral-García
& De la Torre-Cruz, 2014).

The relations between parenting styles and self-concept dimensions
in children and adolescents are a frequent research topic. However, very
few studies examine the relations between parenting styles and the
various components of physical self-concept. It is essential to gain a better
knowledge of this relation, because self-perceptions associated with
physical appearance influence participation in physical activities at a later
stage, and the latter may prevent overweight or obesity.

Physical self-concept

According to Harter (1999), physical self-concept is a cognitive-social
construct that reflects the attributes that an individual consciously
recognizes about himself through language. The multidimensional and
hierarchical model developed by Shavelson, Hubner & Stanton (1976)
indicates that general self-concept is at the top of a hierarchy that includes
two more specific self-concepts: one is academic and the other
comprehends the physical, social and emotional dimensions. 

Marsh et al. (Marsh, 1990; Marsh, Ellis, Parada, Richards & Heubeck,
2005) took Shavelson et al.’s (1976) one step further. They accepted the
multidimensionality of the construct and suggested the need to assess
self-concept both in general and in specific terms (Marsh, 1993; Marsh,
Byrne & Shavelson, 1988). This approach resulted in the design of
multidimensional scales for the assessment of physical self-concept. One
of the most widespread instruments for the assessment of physical self-
concept is Marsh’s (1996) Physical Self-Description Questionnaire, PSDQ. 

The assessment of physical self-concept has been used to establish
associations between personal perception and participation in physical
activities and sport at a later stage. Research has revealed that, favourable
physical self-perception is associated with a higher probability for
increased involvement and participation in physical activities and sport
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(Ashi, 2002, 2005; Moreno-Murcia, Cervelló-Gimeno, Vera-Lacárcel & Ruiz-
Pérez, 2007). For example, Donaldson & Ronan (2006) argue that
frequency and intensity in sports among youth may be associated with
their physical self-concept. It was thus suggested that the self-perception
of their capacity may be associated with a lower risk of behavioural
problems compared with when this capacity is judged by the physical
education teacher. These authors’ results show that youth reporting higher
participation in physical activities and sport achieve higher values in the
subdomains athletic competence and global self-esteem. Self-perceived
athletic competence also retains a negative association with the scores
on somatic problems, social problems, and anxious-depressive status.
These associations were not observed when the student competence was
judged by teachers.

Differences on physical self-concept according to gender

It has recently been shown that males and females score differently both
in global measures and in the various subdomains of physical self-
concept. In general, girls have worse perceptions of their physical
competence, physical strength, physical ability, physical attractiveness,
general physical self-concept and global self-esteem (Lau, Lee, Ransdell,
Yu & Sung, 2004; Moreno, Cervelló & Moreno, 2008; Revuelta & Esnaola,
2011; Schmalz & Davison, 2006; Soriano, Navas & Holgado, 2011; Videra-
García & Reigal-Garrido, 2013). This male superiority has not been
recorded on the assessment of students in the higher grades of primary
school or in young adult samples (Ashi, 2002; Moreno et al. 2007).

The sociocultural context has also been identified as a relevant
influence on the rating of various components of physical self-concept
both among males and females. According to Solmon, Lee, Belcher,
Harrison & Wells (2003), when females consider a particular activity more
characteristic of males than of females, the females’ perceived competence
to perform this activity decreases. Ruiz, Graupera, Rico & Mata (2004)
have suggested the existence of different self-concepts, because males
prefer competitive activities, while females prefer cooperative activities.
This may arise from differences in the social interaction styles chosen by
males and females, and which have probably been inculcated during
family socialization.
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Associations between parenting styles and physical self-concept in childhood

and adolescence

The association between parenting styles and psychosocial adjustment in
childhood and adolescence is well-known. By contrast, the relationship
between such parenting styles and physical self-perception in children
and adolescents remains unexplored, and the little research available in
the field reports contradictory results. Martínez & García (2007) did not
find any differences in physical self-concept according to perceived
parenting styles, even if the score on this dimension was higher in
adolescents from authoritative and permissive homes compared with
adolescents from authoritarian and negligent homes.

García & Gracia (2009) reported that high school students who
described their parents as authoritative and permissive showed better self-
concepts, also in the physical subdomain, compared with their peers from
authoritarian and negligent homes. Similarly, Esteve, Musitu & Lila (2005)
concluded that a family socialization style based on inductive discipline
showed a positive association with a family sport climate. In turn, this
climate had a direct and mediated (through physical and sport
motivation) influence on the physical self-concept of adolescent males
and females.

Taylor, Wilson, Slater & Mohr (2012) have recently aimed at a better
knowledge of the possible relationship between perceived parenting
style, self-esteem and body dissatisfaction in a sample of schoolchildren
(7-to-13-year-olds). The hypothesis was that both requirement and
sensitivity would be positively associated with self-esteem and negatively
with body dissatisfaction. The results confirmed the hypothesis only
partially, because only parental sensitivity was positively associated with
self-esteem.

This paper focuses on the association between mothers’ and fathers’
adolescent-perceived parenting style, and the subdomains that make up
the physical dimension of self-concept, for a better understanding of these
relationships. The hypothesis was that the males and females who
perceive a permissive and authoritative parenting style would show a
more favourable physical self-concept than their peers from negligent and
authoritarian homes. It was also hypothesized that males would have a
more positive image of themselves in most subdomains, especially in
those that are characteristically masculine (endurance, athletic
competence or physical strength).
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Method

This is a quantitative cross-sectional study of a non-random sample of
high school students.

Sample

Six hundred students from 12 high schools took part in this research. Of
these, 378 (64.1%) were females and 222 (35.9%) were males. The average
age of the participants was 14.44 (SD = 1.64), and the age ranged between
12 and 18. 90.5% reported living with both parents. Regarding the highest
education level, the following percentages were obtained for mothers and
fathers, respectively: Uneducated (3.10% and 6.72%), primary education
(51.8% and 49.12%), job training (13.52% and 19.32%) secondary
education and bachelor’s degree (15.77% and 11.99%), university degree
(15.77% and 12.86%).

Instruments

n An ad hoc sociodemographic questionnaire. This questionnaire
collected data on gender, age, family structure and highest parental
educational level.

n Calculation of body mass index (BMI). The weight and the height
of the participants were recorded with a type-B class-III ASIMED
weight scale and a portable SECA 214 height scale. All
measurements were taken with participants wearing light clothes
and no shoes. Weight and height were used for The BMI is the ratio
of the weight (kg) to the height (m2). 

n Parental Bonding Instrument, PBI (Parker, Tupling & Brown, 1979).
The PBI is a self-report measure designed to assess the daughters’
and sons’ perception of their relationships with mothers, fathers or
main carers. It consists of 25 items with a five-point Likert scale. This
instrument records the frequency with which boys and girls consider
their parents perform certain actions, ranging from ‘never’ (value:
one) to ‘always’ (value: five). The option ‘never’ was recorded as 1,
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while the option ‘always’ was recorded as 5. The PBI comprehends
two dimensions: affection and control. The dimension ‘affection’
informs about the parents’ care and support perceived by their
children (e.g. ‘She cares for me’). The dimension ‘control’ represents
the degree to which parents regulate and supervise their children’s
activities (e.g. ‘S/He lets me do things what I want). An average value
is obtained for each dimension by dividing the total sum of the
scores between the number of items. Thus, a high value signals a
high rate of affection and control.
The instrument used in this study differed from the original PBI in
two respects. Firstly, all items were in the present tense instead of
in the past tense, and, secondly, nine of the questionnaire items
originally written as negative statements were presented as
affirmative statements to avoid the possibility of confusion caused
by the response options available for each statement (specifically,
the option ‘never’ before a negative statement could be understood
as a double negative meaning ‘always’). The P-BI version used here
contained 20 items, 12 for the dimension ‘affection’ and 8 for the
dimension ‘control’. The items of the dimension ‘control’ scored
inversely, i.e. a high score means high control. Reliability, as
calculated by Cronbach’s alpha, was .92 and .95 (for mothers and
fathers, respectively) in the dimension ‘affection’, and .78 and .82 in
the dimension ‘control’.

n Physical Self-Description Questionnaire – Short Form (Marsh, Martin
& Jackson, 2010). Physical self-concept was measured with the short
version of PSDQ-S (Marsh et al., 2010). This instrument contains 40
items that assess 9 physical self-concept specific components and 2
additional dimensions, namely general physical self-concept and
global self-esteem. Each item is a declarative statement, where the
participants express on a six-point scale their agreement or the
degree to which the statement represents the concept they have of
themselves, ranging from ‘totally false’ to ‘totally true’). Each factor
contains at least three items, and their reliability values are .80 or
above.

Reliability, as calculated by Cronbach’s alpha, was as follows: physical
activity, defined as the participant’s perception of themselves as an active
person (‘I frequently do activities or sports that increase my breathing
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rate’), .89; body fat, defined as the participant’s perception of their
possible obesity (‘My waist is too wide’), .84; endurance, defined as the
participant’s perception of their capacity to go long distances without
stopping and feel tired (‘I can be physically active for a long time without
feeling tired’), .87; physical health, defined as the participant’s perception
of their general health status and recovery after illness (‘I am sick so often
that I can not do all I would like’), .84; physical strength, defined as the
participant’s perception of their muscular and physical strength (‘I am a
strong person’), .81; general self-esteem, defined as the participant’s
general feeling about themselves (‘Overall, I am proud of myself’),
.71; physical appearance, defined as the participant’s perception of their
physical attractiveness (‘I’m more attractive than many of my friends’),
.84; motor coordination, defined as the participant’s perception of their,
harmony and elegance of movement (‘It is easy to control my body
movements’).77; flexibility, defined as the participant’s perception of their
ability to flex their body or any body part (‘I have a good body
flexibility’), .92; athletic competence, defined as the participant’s
perception of their condition and ability to do physical activity or sports
(‘I consider myself good at most sports’), .86; and general physical self-
concept (‘I feel good about myself and about what I can do at the physical
level’), .79. A high score is equated with a good self-perception in the
various dimensions.

Procedure

A verbal and written description of the nature and purpose of this piece
of research was made available to the participants and their parents and
legal guardians for their consent. The authorization of the participants’
school headmasters and PE teachers was also obtained. The study
protocol was approved by the Ethics Committee of the University of Jaén,
Spain. The participant names were coded for anonymity and
confidentiality. The questionnaires were run and the weight and height
were measured during PE classes under the researchers’ supervision. The
research design is in accordance with the Spanish legal framework for
clinical research on humans (Real Decreto 561/1993 on clinical trials),
the personal data protection law (Ley Orgánica 15/1999) and the
standards of the Declaration of Helsinki (2008 version).
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Statistical analysis

The parameters are presented as mean and standard deviation. The
validity of the questionnaire answers was checked with factor analysis
using the principal components method and varimax rotation. The
identification of the physical self-concept dimensions that differ according
to the parenting style relied on multivariate and univariate variance
analysis. The dependent measures were the mean scores achieved in the
11 physical self-concept dimensions, and the independent variables were
the attributed parenting style, and gender. As the perception of physical
reality and body is related with body measures or parameters, BMI was
included as covariate. The Bonferroni correction was used for subsequent
comparisons, dividing the probability standard value (.05) by the number
of possible comparisons of the independent variable levels taken two to
two (six in total). The resulting statistical significance was .008. SPSS
version 19.0 for Windows (SPSS Inc., Chicago) was used for the statistical
analysis. 

Results

Parenting styles 

Before examining the relationship between parenting styles and physical
self-concept, a factorial analysis was performed. This analysis showed a
two-factor solution. Items were retained if the factor loading was the same
or.35 or higher. This analysis was intended to identify the degree to which
the factor structure of the original questionnaire was replicated. The
results showed that five items (8, 9, 10, 19 and 23) did not show suitable
factor loadings. These items were removed for later analysis. Table one
shows the percentage of explained variance for each factor, the drafting
of the modified items and its associated factor loadings.
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TAbLE I. Factorial analysis results of the PBI modified version for judgments on mother and father,

respectively.

The classification of parents according to parenting styles relies on the
median value obtained for the dimensions affection and control regarding
the opinion expressed toward mothers (4.41 and 2.37) and fathers (4.16
and 2.25), respectively. Based on these values, mothers and fathers were
classified as one of four parenting styles (negligent, permissive,
authoritarian or authoritative), according to whether the attributed values
were higher or lower than the median values. Thus, scores below the
median in both dimensions led to a negligent style perception, while
scores above the median were associated with a authoritative style
perception. Parents with scores higher than the median for affection but
lower for control were classified as permissive. By contrast, parents with
scores lower than the median for affection but higher for control were
classified as authoritarian. This procedure has been used in previous
research (De la Torre, Casanova, García, Carpio & Cerezo, 2011; García
& Gracia, 2010; Martínez-López et al., 2014; Rodrigues, Veiga, Fuentes &
García, 2013). Frequency distributions of maternal and paternal parenting
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styles were as follows: regarding mothers, 182 were permissive (33.7%),
91 authoritative (16.8%), 92 negligent (17.1%), and 175 authoritative
(32.4%); regarding fathers, 179 were permissive (32.0%), 107 authoritative
(19.2%), 88 negligent (15.7%), and 185 authoritative (33.1%).

Descriptive statistics

Tables II and III show mean values and standard deviations of the
variables according to perceived maternal and paternal style. High scores
on these dimensions mean favourable self-perceptions.

TAbLE II. Mean and standard deviations (in parentheses) in different subdomains of physical self-

concepts according to perceived maternal style.

Differences between groups for each self-concept dimension are signalled by different superscript.
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TAbLE III. Mean and standard deviation (in parentheses) in different subdomains of physical self-

concepts according to perceived paternal style.

Differences between groups for each self-concept dimension are signalled by different superscript.

Multivariate analysis of variance

Two multivariate analysis of variance (4x2) were performed. Parental style
and adolescent gender were used as independent variables. The
dependent measures were the mean scores achieved in the 11 physical
self-concept dimensions. The first analysis was limited to the perception
of maternal style. The Box’s M test for equality of covariance matrices
observed in the dependent variables revealed significant statistic
differences (p <.05). Thus, the contrast statistic used was Pillai’s Trace.
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After adjusting the BMI influence, F(11, 521) = 24.26, p < .000, h2 = .33,
a significant main effect was obtained for attributed maternal style, V =
.15, F(33, 1569) = 2.62, p < .000, h2 = .05, and for the ‘s participant gender,
V = .22, F(11, 521) = 13.91, p < .000, h2 = .22. The interaction between
maternal style and gender was not significant, V = .04, F(33, 1605) = .79,
p > .05.

The second analysis used parenting style as an independent variable.
In addition to the covariate effect, F(11, 540) = 27.00, p < .000, h2 = .36,
a main effect of attributed parenting style V = .17, F(33, 1626) = 2.90, p
< .000, h2 = .06, and participant gender, V = .22, F(11, 549) = 13.45, p <
.000, h2 = .22 was observed. The interaction between parenting style and
gender was not significant, V = .08, F(33, 1653) = 1.33, p > .05.

Univariate analysis and post-hoc comparisons

Several univariate analyses of variance were performed to identify what
dimensions of physical self-concept differed in the maternal parenting
style. Differences in seven subdomains were found: physical activity, F(3,
531) = 4.37, p < .01, h2 = .02; endurance, F(3, 531) = 3.61, p < .05, h2 =
.02; physical strength, F(3, 531) = 7.95, p < .000, h2 = .04; self-esteem,
F(3, 531) = 10.72, p < .000, h2 = .06; physical appearance, F(3, 531) =
5.53, p < .01, h2 = .03; coordination, F(3, 531) = 7.04, p < .000, h2 = .04,
y; physical self-concept, F(3, 531) = 14.29, p < .000, h2 = .07.

The males and females who perceived a permissive paternal style
scored higher on physical strength, global self-esteem, coordination and
physical self-concept than those who attributed to their mothers a
negligent or authoritative parenting style. Similarly, the permissive style
was associated with higher values in physical activity, endurance and
physical appearance compared to the authoritarian style. Finally, the
participants who considered their mothers authoritative scored higher on
physical activity, strength, global self-esteem and physical self-concept
than their peers who considered their mothers authoritative.

Regarding paternal style, significant differences were found in the
following dimensions: physical activity, F(3, 550) = 7.50 p < .000, h2 =
.04; endurance, F(3, 550) = 4.95, p < .005, h2 = .03; physical strength, F(3,
550) = 6.41, p <.005, h2 = .03; global self-esteem, F(3, 550) = 10.62, p <
.000, h2 = .06; coordination, F(3, 550) = 12.41, p < .000, h2 = .06, athletic
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competence, F(3, 550) = 6.85, p < .000, h2 = .04, and physical self-concept,
F(3, 550) = 12.49, p < .000, h2 = .06.

Subsequent comparisons revealed that the males and females who
attributed a permissive or authoritative style to their parents scored higher
on physical activity, strength, global self-esteem, coordination, and athletic
competence than those who perceived an authoritarian parental style. It
was also observed that resistance values were higher in the participants
who considered their parents permissive compared with those who
considered them authoritative. Finally, physical self-concept was more
positive in the participants who attributed a permissive style to their
parents compared with the participants who attributed a negligent and
authoritarian style to their parents. It was also observed that physical self-
concept was higher in participants with authoritative parents compared
with participants with authoritarian parents.

The main effect analysis of participant gender revealed differences in
the following dimensions: physical activity,F(1, 550) = 50.73, p < .000, h2

= .08 (3.46 vs 4.48); endurance, F(1, 550) = 57.11, p < .000, h2 = .09 (3.67
vs. 4.57); health, F(1, 550) = 8.40, p < .005, h2 = .02 (5.16 vs. 4.84);
strength, F(1, 550) = 42.48, p < .000, h2 = .08 (3.61 vs. 4.36); global self-
esteem, F(1, 550) = 6.99, p< .01 h2 = .01 (4.27 vs. 4.52); physical
appearance, F(1, 550) = 9.91, p < .005, h2 = .02 (3.85 vs. 4.24);
coordination, F(1, 550) = 8.52, p < .005, h2 = .02 (4.31 vs. 4.66); athletic
competence, F(1, 550) = 67.82, p < .000, h2 = .11 (3.57 vs. 4.52), and
physical self-concept, F(1, 550) = 19.00, p < .000, h2 = .03 (4.52 vs. 4.90).
All the scores were higher in males, except for the dimension ‘health’.

Discussion and conclusions

This paper analyses the relationship between parental styles and physical
self-concept perception in a sample of adolescents. The results show that
the self-description of the participants who perceive a permissive
maternal style is more positive in dimensions related to physical strength,
general self-concept, coordination, and physical self-concept compared
with that of their peers who perceive negligent and authoritarian maternal
styles. Except for the dimensions body fat and athletic competence, an
authoritarian maternal style is associated with more negative self-
assessments. Regarding the perception of fathers, a authoritative or
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permissive style is associated with positive assessments in physical
activity, physical strength, general self-concept, coordination, athletic
competence and physical self-concept. By contrast with what was found
in mothers, a negligent style in fathers is only more harmful in the
physical self-concept subdomain compared with the permissive style. 

These results agree in part with the results found by De la Torre et al.
(2011), García & Gracia (2009), Martínez & García (2007), Martínez-López,
et al. (2014) and Villalobos et al. (2004), where it is suggested that
adolescents educated in permissive homes achieve the same or even
better results on psychosocial adjustment measures than those educated
in authoritative homes. The results obtained in this paper are also in line
with those obtained by Taylor et al. (2012), where the perception of high
parental sensitivity (which occurs in the authoritative and the permissive
style) is positively associated with the perceived self-esteem in a
preadolescent group, while requirement is not. These results join the
growing body of evidence that question the authoritative style as the best
parenting style, regardless of cultural context or ethnic group (Glasgow
et al., 1997; Rothrauff, Cooney & An, 2009; Steinberg, 2001). Also, and
regardless of the parent’s gender, virtually all the lowest scores were
attributed to participants from authoritarian homes. The perception of
high supervision and control along with a low sensitivity and amiability
attributed to either parent is associated with a more negative construction
of physical identity.

Another relevant point is that the meaning attributed to a negligent
and authoritative parenting style is not identical when considered in
relation to mothers or fathers. Actually, the adolescent’s self-perception
of such characteristics as strength, global self-esteem, physical self-
concept and coordination is as negative when the mother is considered
negligent and when she is considered authoritarian. By contrast, the
attribution of a negligent style to fathers may have a more aseptic effect
on competence and physical appearance. This is because, except for
physical self-concept, no differences were observed in other subdomains
according to perceived style. These results suggest that low levels of
affection and amiability (which occurs in the negligent and the
authoritarian style) have a differential effect on the most negative body
image according to whether the participants refer to mother or father. In
this sense, the perception of a authoritative parenting style seems more
positive for the various physical self-concept dimensions in fathers than
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in mothers. The perception of high control seems to benefit body image
more if it is the father’s control and, when both fathers and mothers are
considered affectionate, loving and sensitive.

Finally, male participants attributed themselves a higher endurance,
strength, coordination and athletic competence. They also had better
physical appearance, physical self-concept and global self-esteem than
female participants. These results are in line with those obtained by Lau
et al., (2004), Revuelta & Esnaola (2011) or Videra-García & Reigal-Garrido
(2013). Only the health subdomain was more optimal in female than in
male participants. A number of reasons have been pointed out for these
differences. Revuelta & Esnaola (2011) argued that the acquisition of
gender stereotypes is a function of the socialization process that takes
place within the family. Society expects feminine and slim bodies
in females instead of muscular bodies as a result of the participation in
physical and sport activities. Fathers and mothers establish different types
of relations, and supply different stimuli and different materials for sons
and daughters, thus exposing them to alternative activities according to
their gender roles, and conditioning their own physical self-perception.

Balaguer, Atienza & Duda (2012) have recently reported that females
scored lower than males in the subdomains athletic competence and
physical appearance regardless of their physical activity level (sedentary,
low, moderate and high). Physical self-perception is positively related
with the frequency of physical activity. Yet, this association seems to be
true only in males because, unlike in females, their physical activity is
supported by their peers and their significant adults. Females do not
receive the support that their male peers receive when they do sports.
This may be one reason for the females’ limited interest in physical
activity as they grow older and, as a result, a more negative assessment
of their body image. 

Other authors, e.g. Schmalz & Davison (2006), suggested that the
physical self-concept of children and adolescent could be more positive
among girls, if they became involved in physical activities and sports
characterized as proper to a group who does activities of their own
gender. Only physical strength dimension showed higher scores in girls
who did activities associated to both genders. This finding may reveal
that different assessments of physical self-concept between males and
females cannot be explained only in terms of social stereotypes.
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As in most research fields, this paper has limitations and the findings
presented here must be interpreted with caution. The first type of
limitations stems from the use of self-report measures, especially as
concerns the inherent difficulty to verify the accuracy of the answers
given. This piece of research guaranteed anonymous participation in an
attempt to minimize this limitation. Secondly, responses came from only
one informant (son / daughter). It would be relevant to have also the
point of view of parents and children about the parental relationships at
home. Thirdly, a cross-sectional design was used, so causal relations
cannot be established between parental actions and the participant’s
physical self-concept. A longitudinal designs could solve this limitation.

It is concluded that adolescents who perceive a permissive parental
style achieve better physical self-concept results (endurance, general self-
esteem, coordination and general physical self-concept) compared with
those who perceive a authoritative parental style. The lowest scores of
physical self-concept appear in the participants who perceive an
authoritarian parental style. The possible negative influence associated to
a negligent and authoritative physical self-concept style is higher in
mothers than in fathers. Physical self-concept values are higher in males,
except for the dimension health, which is higher in females. We believe
that lack of affection, support and sensitivity, along with an excessive
control or parental supervision, are associated with a worse body image
in adolescents. This result may have important implications. If, as has
been argued, physical self-concept increases the practice of physical
activities and health care and is related with the sensitivity and
requirement attributed to parents, interventions encouraging physical
activity should focus not only on these behaviours. It is also necessary to
study psychological aspects like physical self-concept, which may be
conditioned by relationships between parent and children at home. 

The prospective of this study is based on contrasting the judgment of
parents and children of their relationships at home (congruence or
incongruence in the perception of the parenting style) and what
relationships predict the physical self-concept in children more accurately.
Both objective and subjective measures of performance and physical
activity can be used to find out whether parental style and physical self-
perception are related with the former. 
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Abstract
Using PISA 2012 data regarding financial literacy in thirteen countries

members of the Organization for Economic Cooperation and Development
(OECD), this paper analyses students and school variables, together with variables
stemming from institutional factors -as a result of the different types of inclusion
of financial education in the educational systems participating in the study-, that
could affect the results obtained by students. The research carried out, using a
multilevel methodology to estimate the education production function, shows
that the degree of development of competence is negatively affected by a lower
socio-economic status of families and peers, female gender, repeating grades and
the immigrant status of students. Furthermore, in respect to organizational factors,
the estimated models show that the educational systems in the OECD whose
financial education programs have the greatest positive influence on the degree
of development of this competence have based such programs on specific
subjects with economic content that are integrated in the school curriculum.
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Although the amount of data is still small given the limited implementation of
these subjects in some of the countries analysed, the results obtained allow
making an initial comparison of different national initiatives and establishing the
foundations to guide the educational policies that should be adopted in this field,
using as a reference the steps taken by the educational systems that achieve the
best results. 

Key words: financial literacy, multilevel, educational systems, PISA 2012,
institutional factors, OECD 

Resumen
A partir de los datos facilitados por PISA 2012 para la competencia financiera

en trece países miembros de la Organización para la Cooperación y el Desarrollo
Económico (OCDE), este estudio analiza qué variables tanto individuales y de
centro como derivadas de factores institucionales, por las diferentes modalidades
de inclusión de la educación financiera en los sistemas educativos participantes
en el estudio, pudieran afectar a los resultados obtenidos por el alumnado. La
investigación realizada, que utiliza una metodología multinivel para la estimación
de la función de producción educativa, indica que el grado de desarrollo de la
competencia se ve negativamente afectado por el menor nivel socioeconómico
de las familias y de los compañeros y compañeras de clase, el género femenino,
el hecho de repetir curso y la condición de inmigrante del alumnado. Además,
respecto a los factores organizativos, los modelos estimados reflejan que los
sistemas educativos de la OCDE que logran mayor influencia positiva de sus
programas de educación financiera en el grado de desarrollo de la competencia
los han fundamentado en asignaturas específicas de contenido económico
integradas en el currículo escolar. Aunque los datos son todavía limitados por la
escasa implantación de estas enseñanzas en algunos países estudiados, los
resultados obtenidos permiten una primera comparación entre diferentes
iniciativas nacionales y la fundamentación de la orientación de las políticas
educativas que deberían adoptarse en este campo, tomando como referencia las
actuaciones de los sistemas educativos con mejores resultados.

Palabras clave: educación financiera, multinivel, sistemas educativos, PISA
2012, factores institucionales, OCDE

Introduction

One of the essential aspects of social reality is its economic dimension.
In respect to the financial features of this economic dimension, high levels
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of debt, lack of understanding of the contractual conditions established
in increasingly complex products and the impact of the crisis of the last
few years on large sectors of the population have highlighted the need
to incorporate some type of Financial Education (FE) to the levels of
obligatory schooling to enable citizens to make well-grounded financial
decisions. 
Moreover, there exist specific reasons of equity behind this objective,

as different studies have shown that persons belonging to families with
a lower socio-economic level are particularly affected by this lack of
financial literacy in several ways: they do worse in managing their savings
and borrowing decisions (Lusardi, 2009; Robson, 2012), they choose
investment funds with higher commissions (Hastings and Tejada-Ashton,
2008), they have less capacity to participate in capital markets and do
worse in planning for retirement (Van Rooij, Lusardi and Alessie, 2012).
In addition, to the extent that a significant relationship has been
established between the experiences of adolescence and subsequent
behaviour in life (Friedline, Elliot and Nam, 2011; Ashby, Schoon and
Webley, 2011), as well as a positive correlation between FE received at
school and the development of financial competence (Lacuesta, Martínez
and Moral, 2014), academic training in this field is a matter of great social
importance. All of these reasons have led the OECD to promote initiatives
to include FE in the educational systems and to assess the competencies
acquired by students (OECD, 2012), stressing that the authorities must
adopt measures to establish financial education in academic contexts so
that all school children have access to said training, without prejudice to
other supplementary initiatives geared at other social groups. However,
there exists a large variety of models used to implement FE, and even
within the same country major differences exist between schools and
regions (Atkinson and Messy, 2013; OECD, 2014b). In consequence, it is
necessary to identify which national initiatives implemented are the most
appropriate. 
The recent publication of 2012 PISA data (Programme for International

Student Assessment), which for the first time includes information on the
degree of development of financial competence, provides an opportunity
to carry out in depth studies in connection with this matter. The initial
analysis (OECD, 2014a) shows that, just like scientific competence, FE
entails aspects that differ from competence in mathematics or in reading
and which require specific analysis. In addition, it also highlights that in
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different countries, amongst which Spain stands out, part of student
performance could be explained by the heterogeneous regulation
adopted by the different educational systems on implementing FE and
determining on that basis the type of teachers in charge of teaching the
subject, the type of curricular programming of their teachings and the
role assigned to external agents such as NGOs and private institutions.
In this sense, this research has two main objectives. The first is to use

the educational production function to characterize the main variables
that explain the development of financial competence, determining
whether it is influenced by the other competences traditionally assessed
and certified as relevant. The second objective is to determine the extent
to which the different types of inclusion of FE in the thirteen educational
systems of the OECD that were studied have contributed to different
degrees of development of this basic competence, with the aim of
identifying those that have achieved the most and establish the
foundations for future educational policy measures in respect to the most
suitable type of curricular programming, training of teachers responsible
for the subject and the degree of collaboration with external agents, so
that educational systems can achieve their objectives of efficiency and
equity. 

Financial Education and Production of Educational Services 

The quantitative analysis of the relationship between individual, family,
school and contextual variables that have an influence on school results
uses as a general reference the educational production function, which
represents the degree of development of a competence achieved by a
subject taking into account available resources (Hanushek, 1979): 

Aij = f (Sij, Bij, Pij, Iij) (1)

In this function, Aij represents the degree of development of the
competence by student i in school j (in this case, financial competence),
which depends on a series of factors represented by school inputs (Sij),
the socio-economic characteristics of students (Bij), the influence of
classmates or the peer group effect (Pij) and students’ innate capacity (Iij).
Different reasons explain the disparities in the results obtained, both with
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respect to differences in the effort and motivation of the agents involved
(students, teachers and parents) as well as institutional aspects and socio-
economic inequalities. Hanushek and Woessmann (2011), amongst others,
have carried out thorough reviews of the international literature in this
field, whereas Cordero, Crespo and Pedraja (2013), Marcenaro (2013) and
Seijas (2004) have carried out such reviews in Spain. 
The quantitative assessment of the production of educational services

is divided into two groups: non parametric methods, based on
mathematical optimization models, and parametric or econometric
methods. The alternatives used most frequently in the second group to
explain student performance are multilevel regression models
recommended by PISA (OECD, 2014c), and are the models applied in this
paper. For the case of Spain, the work performed (by Calero, Escardibul,
Waisgrais and Mediavilla, 2007; Cordero, Manchón and Simancas, 2013
and Escardibul, 2008, amongst others), using PISA data with information
regarding 2003, 2006 and 2009, indicate that variations of the degree of
development of the competences studied attributable to the educational
centres is relatively small in Spain as compared with the set of OECD
countries: whereas in the latter case it is about 35% in the different years
studies, for Spain it is about 20% in PISA 2003, 15% in PISA 2006 and
22% in PISA 2009. 
In respect to data on financial competence assessed in 2012, the links

between the degree of development of financial competence achieved
and variables such as the efforts made (Fernández de Guevara, Serrano
and Soler, 2014), the allocation of social and cultural capital of families
(Verdú, Neira and García, 2014), and the results of mathematics ( Jiménez
and Vilaplana, 2014) have been described. The major contribution of this
paper is to incorporate to the analysis the organizational aspects of the
process of progressive implementation of FE in the different educational
systems in order to detect excellent models of reference in the
international sphere.

Methodology

This research uses multilevel regression (Snijders and Bosker, 2012). It
begins with a simplified version of the production function described in
(1) that will determine if there exist significant statistical relations
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between subject i’s degree of development of financial competence (Yij)
in educational centre j. For that purpose it is used Xij, a vector of student
i’s individual and family characteristics in school j, and Zj, which
represents the vector of the characteristics of school j. The starting point
is to estimate a model, called null model, without including the
explicatory variables, which provides information regarding what
proportion of inequality in the results of educational performance is due
to differences between schools and what proportion is linked to internal
inequalities:

Yij=b0j+eij (2)
b0j=g0+m0j (3)

The independent terms of each school (b0j) are equal or very similar to
the average of the educational centres, and consist of a fixed part common
to all schools (g0), and a random part (m0j), with mean zero and variance t

2,
which represents the deviation of school j in respect to g0. Let us note that
g0 is the result of the set of schools (average) whereas m0j is the deviation of
school j from the average of the set of schools and represents the variance
amongst the latter. As for eij, this is the deviation of individual i’s results in
respect to the average of his school j and has mean zero and variance s2.
Below the analysis will be expanded by first including the variables related
to students’ individual and family characteristics: 

Yij=b0j+b1jXij+eij (4)
b0j=g0+mj (5)

It is possible to add to equation (5) the possibility that the regression
slope may also vary; in other words, that the effect of Xij over Yij varies
between centres. In this case, as reflected in equations (7) and (8), both
b0j and b1j have a fixed component and a variable one:

Yij=b0j+b1jXij+eij (6)
b0j=g0+g1Zij+mj (7)
b1j=g1+pj (8)

Lastly, it is incorporated Zij, the vector of variables related to the
educational centres, which gives the full model:

Molina Marfil, J. A., Marcenaro Gutiérrez, O. D., Martín Marcos, A. FINANCIAl lITERACy AND EDUCATIONAl SySTEMS IN ThE OECD: A COMPARATIvE

ANAlySIS USING PISA 2012 DATA

Revista de Educación, 369. July-September 2015, pp. 80-103
Received: 24-09-2014    Accepted: 13-02-2015

85



Yij=b0j+b1jXij+eij (9)
b0j=g0+g1Zij+mj (10)
b1j=g1+pj (11)

This approach allows decomposing the variance of the independent
variable Var (Yij)=s

2+t2 and studying the variance between educational
centres on the basis of the expression t2/(t2+s2) also known as
Intracluster Correlation Coefficient, ICC or r. Starting with the null mode,
if r is positive this will indicate the existence of differences between
centres and the suitability of applying multilevel estimations. The analysis
of the changes of ICC at each level of the module will allow analysing
the influence of each group of variables in order to explain the changes
in the development of the competence analysed.

Samples and variables used

PISA 2012 assessed the financial literacy of young people aged 15 in
eighteen countries, 13 of which belong to the OECD and will be analysed
in this paper. The two-stage cluster sampling design used (OECD, 2014c)
presents particularities that were considered to obtain the statistics and
to calculate the estimates. Thus, the BRR (Balanced Repeated Replication)
procedure was applied with 80 replicated samples and the Fay correction
coefficient set to 0.5. Furthermore, five plausible values (PV) randomly
extracted from the distribution of results (Wu, 2009) were used as
explanatory variables to assess the degree of development of financial
literacy, the statistics of which appear in Tables I and II.
In respect to the explanatory variables related to students’ individual

characteristics, given that the number of studies on this competence is
still very small, it was decided to include variables such as the socio-
economic level of families, the condition of immigrant and sex, which
have proven to have significant influence on educational performance in
other competences, in order to verify if such influence is also applicable
to FE.
In respect to the variables of the educational centre, these are divided

into two groups. The first one considers that this competence entails a
different character in respect to the others studied in PISA (reading,
mathematics and sciences), given that its presence in the educational
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system is very limited and the treatment it is given in different schools
and regions, even within the same country, is very heterogeneous, ranging
from simply omitting the subject, to including it as a specific course or
seeking the collaboration of external social agents, to considering it from
a transversal point of view. 
Moreover, the questionnaire filled out by the directors of the

educational centres to report the aforementioned situations contain in
some cases significant lack of responses, which could affect possible
biases in the estimations (OECD, 2014a: 141). The second group
comprises types of schools that depend on ownership and a measure of
the peer effect (Cordero, Crespo and Pedraja, 2013, and Marcenaro, 2013). 
The explanatory variables used are described below (the codes of the

original PISA variables used to build the study’s variables are shown in
parentheses); the statistics are shown in Table III:

n Level 1. Students:
–  SEX. Dichotomous: 1 if the student is female (ST04Q01).
–  ESCS. Index of Economic, Social and Cultural Status (ESCS)
provided by PISA.

–  INMI. Dichotomous: 1 for first and second generation immigrants
(IMMIG).

–  REPI. Dichotomous: 1 if the student has repeated at least one
school year (REPEAT).

n Level 2. Educational centres: treatment of FE.
–  EFAC. Dichotomous: 1 if students have access to some type of FE
(SC47Q01).

–  EFOB. Dichotomous: 1 if students receive obligatory FE
(SC47Q01).

–  EFTR. Dichotomous: 1 if students receive 20 hours or more of FE
a year with a transversal focus (SC46Q02).

–  EFAS. Dichotomous: 1 if students receive 20 hours of more of FE
per year in a separate course (SC46Q01).

–  EFEC. Dichotomous: 1 if students receive FE in an economics
course (SC46Q03).
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–  EFCS. Dichotomous: 1 if students receive FE in a Social Science
course (SC46Q04).

–  EFMA. Dichotomous: 1 if students receive FE in a maths course
(SC46Q05).

–  EFCE. Dichotomous: 1 if students receive FE as a supplementary
or extracurricular activity (SC46Q06).

–  EFRI. Dichotomous: 1 if students receive FE as part of a private
sector company initiative (SC46Q07). 

–  EFSP. Dichotomous: 1 if students receive FE as part of an initiative
of a public sector institution other than secondary school
(SC46Q08).

–  EFNG. Dichotomous: 1 if students receive FE as part of the
initiative of an NGO (SC52Q02).

n Level 2. Educational centres: other characteristics.
–  PEER. This is the average of the ESCS index in the school where
the student is enrolled. It aims to determine the extent to which
the socio-economic characteristics of the school¡¯s other students
have an influence on individual performance (peer effect).

–  TIPOC. Dichotomous: 1 if the educational centre is public, 0 if it
is private or privately managed with public funding (SCHLTYPE).
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TAble I. Descriptive statistics of the Pv and means of financial literacy in OECD countries with

better than average performance (500)

Source: Compiled by the authors with data from PISA2012 (OECD, 2014).
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TAble II. Descriptive statistics of the Pv and means of financial literacy in OECD countries with

lower than average performance (500)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).
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TAble III. Descriptive statistics of the explanatory variables: means (and standard devia tions)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014)
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Estimated models and analysis of the results

HLM 6.0 (Raudenbush, Bryk, Cheong and Congdon, 2004), which
calculates the parameters of the previous equations by means of iterative
methods that maximise a function of maximum likelihood, was used to
obtain the multilevel estimates. In all the models the observations are
weighted with the weight variable w_fstuwt provided by PISA. The
programme provides the final mean result of the population estimators
with the requirements described above. To avoid possible problems in
the significance tests, the parameters of the equations and their standard
errors robust to heteroscedasticity are calculated. 
An additive estimation strategy was used: first the variables referred

to student characteristics were dealt with, followed by variables related
to the type of FE treatment reported by school directors, and lastly, the
remaining school characteristics. Tables IV, V, VI and VII provide three
models for each country: model one includes the null model and the
individual variables; model two incorporates the variables related to the
FE; and model three adds the other variables related to the school. All
present significance in the estimated parameters of at least 10% and global
significance. The tables include a row that assesses the differences
between the ICC of the null model and model 1 (student variables), of
model 1 and 2 (including only FE variables) and lastly model 1 and 3 (all
of the school’s variables). 
The models obtained show much greater variations between centres

than what was established for the other competences, which oscillate
between 45% French and 85.4% Spanish, probably as a result of the
aforementioned disparity regarding the range and depth of the treatment
of FE in the educational systems. In respect to student variables, the
models highlight that the degree of development of the competence
entails a strong component linked to the equity of educational systems.
We thus note that in nearly all countries the students that obtain the worse
results are those from poorer families with lower professional and
academic status and fewer cultural assets (measured by means of ESCS),
the repeaters and the immigrants (with the exception of Australia, where
other studies have already described that the latter obtain the best results;
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Thomson, 2014). Furthermore, in eight of the thirteen countries analysed
there are significant differences of gender, to the detriment of female
students. Therefore, in general girls obtain worse results in countries with
below average degrees of development, and the gender variable is not
significant in three of the six countries where the average values of the
degree of development of financial literacy are above the OECD average.
In respect to the characteristics of the schools, the peer effect also
highlights that the higher the average socio-economic level of school
students, the better the result in FE is in eleven of the thirteen countries
studied. The type of school is only partially relevant (three of the
countries studied), although public schools always show worse results
than private schools or private schools with public funding. 
The recent increase of awareness by managers of educational systems

regarding the importance of FE and of international mandates (OECD,
2012) has led to a first phase of implementation of FE based on different
methods. In order to identify the best national results in fomenting the
degree of development of financial literacy in the educational systems
analysed, we used Table VIII, which contains the mean plausible values
obtained in each country and the differences in the ICC derived from the
different models corresponding to the groups of variables analysed. 
The estimates highlight that the impact of the policies to implement

FE in educational systems is still very limited and is less than 7%. The
most relevant cases, which combine achieving levels of performance
above the OECD average and greater impact in connection with their
measures, are the Flemish community in Belgium (the variables of their
model 2 account for 6.1% of their performance) and the Czech Republic
(3%, model 2). In Belgium, which achieves the highest degree of
development of the competence in the OECD, the estimated model
highlights that the most important variable is EFEC, which comprises the
schools that teach FE as part of a Economics course (option present in
79% of the schools) and which accounts for an increase of 47 points in
the performance obtained; the fact that financial education is obligatory
(51% of schools) and implementing programmes in collaboration with
NGOs (18% of schools) is also relevant. In the Czech Republic, which
ranks fifth in performance of the thirteen countries studied, the fact that
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it is obligatory to study FE in 69% of the schools increases performance
by 19 points, whereas collaboration with private entities increases
performance by 25 points. 
The other countries where performance is above average present

contributions to their FE programmes which have less than 3% influence
on the final results. Thus, for Estonia, which ranks second in performance
level, the variables that describe a transversal model, dealing with FE in
social science courses and programmes in collaboration with public sector
institutions other than schools are positive and significant measures,
although the influence of test actions only represents 1% of the final
result. In Australia, in 83% of the schools the relevant variable is to include
FE in a course in Economics (this explains 0.5% of total performance). In
New Zealand 92% of the schools teach FE in courses in Economics: the
variable EFAC, with a frequency of 17%, is the only one statistically
significant to explain the variance between centres, and it only explains
1.7% of the level variance. For Poland, model 2 does not contribute to
explain the differences between centres arising from the FE programmes. 
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TAble IV. Multilevel estimators of financial literacy in 13 countries OECD (continued)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).
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TAble V. Multilevel estimators of financial literacy in 13 OECD countries (continued)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).
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TAble VI. Multilevel estimators of financial literacy in 13 OECD countries (continued)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).
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TAblA VII. Multilevel estimators of financial literacy in 13 OECD countries (final)

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).
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TAble VIII. Differences of the ICC of the estimated models

Source: Compiled by the authors with data from PISA 2012 (OECD, 2014).

In respect to countries with below-average performance, the best
results correspond to France, whose FE model explains 4% of the variance
between schools. The most relevant variable is having FE in the context
of an Economics course (this is done in 65% of schools), which increases
performance by 33 points in model 2; transversal approaches also provide
positive contributions (present in only 9% of schools) and collaboration
with private entities, which occurs in 1% of schools. In Slovakia (where
model 2 explains 3.3% of variance of the results between centres), having
FE available in 85% of the schools has a positive impact. However,
organization of a specific subject or teaching FE in a social science course
has a negative impact on the results; collaborating with NGOs and private
entities is positive. The North American model explains 2.2% of the
variance between centres; FE is obligatory in two third of the schools,
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which contributes 17 points to improving the final results; in 78% of the
schools FE is taught in Economics courses; the transversal model, present
in only 16% of the schools, is also statistically significant in model 2,
together with collaboration with non-governmental or private entities,
depending on whether we consider models 2 or 3. In Slovenia, the
positive contribution stems from establishing a specific subject, but the
results of the parameters suggest that the presence of FE in Economics
courses must be reviewed, together with the manner in which it is taught
when it is obligatory. The remaining countries reveal impacts of their FE
programme that explain less than 2% of the variance of the results of
model 2. 
In the Spanish case, the impact on the competence of the FE

programmes introduced in the educational system is irrelevant. The lag
is particularly serious despite recent efforts made. Spain is the OECD
country in which there is the least amount of FE available for students:
84.20% do not have any at all (OECD, 2014). In the pilot programmes
promoted by the Bank of Spain (BE), the percentage of participants in
connection with the total student population is very small (43,000
students, out of 8,081,972 enrolled and 452 schools of the 27,650 that
exist in the general pre-university education level for 2013-14), whose
authors stress the need to include this subject matter in school
curriculums (BE, 2013: 18). Economics is a subject not taught at the age
levels assessed by PISA, or at earlier ages, by teachers specialised in
Economics or in courses taken by all students. Although teachers
responsible for FE lack training in a scientific field as complex and
specific as Economics or Finances, recent modifications of curricula have
opted for a transversal model, indicating that FE should be dealt with by
primary education teachers in the different areas of knowledge they cover,
whereas in obligatory secondary education, for the age groups assessed
by PISA, FE is to be taught transversally by the Maths or Geography and
History teachers (MEC, 2014a: 12-15).

Conclusions

The results of PISA 2012 indicate that financial literacy presents
differential traits requiring concrete actions that are soundly based and
sufficiently ample and profound to have an influence on the general
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student population and not just on special groups participating in specific
programmes. In addition, the research carried out highlights that the
impact achieved by the actions of educational systems in this field is still
very limited and presents great potential for improvement. 
The results in connection with the most appropriate models to

implement FE must be analysed with care, given that in many of the
participating countries the data provided are very limited and the
influence of the initiatives adopted on final performance is very scarce.
However, it is possible to identify educational systems that have achieved
a relevant impact on the degree of development of the competence in
their contexts. Most of them share having applied the principle of
specialisation in implementing FE, a complex subject with its own
complex epistemological and scientific sphere, by establishing different
obligatory subjects or including FE in school curriculum courses dealing
with economics. Furthermore, collaboration programmes with private
institutions and NGOs have also proven to be relevant. Neither teaching
FE during maths or social science classes, nor transversal models, have
proven to produce positive results in the majority of countries with the
best performance and with FE programmes that have greater impact on
school students. In any case, it is essential to analyse in greater depth
different methodologies and additional data to establish definite criteria
to guide national educational policies in this area. 
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Abstract
The debate over the Foreign Language Test (English) in the University

Entrance Examination (PAU) has become a critical issue in the Spanish
Educational system. Despite the Ministry of Education’s interest in changing a
test that has its strong emphasis on reading, writing and grammar but a general
negligence towards listening and speaking, limited changes have been done by
the regional administrations. This absence of evaluation of oral aspects in the
exam may lead to a disregard for those aspects in the last levels of the educational
process and, subsequently, low competence levels in oral language.
To test the oral competence of high school graduates, a set of speaking tasks

were designed and delivered to 169 first semester students from three different
Spanish universities who had recently taken the PAU to observe their speaking.
Results showed that the large majority of the students in the research have a B1
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with an enormous percentage of students in the A1-A2 band. These results do
not significantly differ from a previous study from the Ministry of Education and
show the need to include speaking tasks in the University Entrance Examination
or the future High School graduation diploma. Qualitative studies also suggested
that the way to deliver the tasks and the testing approach could possibly have an
effect on the students’ performance. 

Keywords: Testing; oral competence; Common European Framework for
modern languages (CEFR); impact; comparative studies.

Resumen
El debate sobre la Prueba de idiomas (inglés) en el Examen de Acceso a la

Universidad (PAU) se ha convertido en un tema crítico en el sistema educativo
español. A pesar del interés del Ministerio de Educación en el cambio de una
prueba que tiene su fuerte énfasis en la lectura, la escritura y la gramática, sino
una negligencia general hacia la comprensión y expresión oral, las
administraciones regionales han hecho pocos cambios.
El hecho de no evaluar los aspectos orales en la prueba puede disminuir la

importancia que estos aspectos reciben en los últimos niveles del ámbito
educativo, y por ende, en el nivel oral de los alumnos. Para comprobar la
competencia oral de los egresados de la escuela secundaria, un conjunto de tareas
de habla fueron diseñadas y administradas a 169 estudiantes de primer semestre
de tres universidades españolas diferentes que habían realizado recientemente
el PAU para observar su competencia oral. Los resultados mostraron que la gran
mayoría de los estudiantes en la investigación tienen un nivel B1 con un enorme
porcentaje de estudiantes en el nivel A1- A2. Estos resultados no difieren
significativamente de un estudio previo del Ministerio de Educación y muestran
la necesidad de incluir las tareas que hablan en la Prueba de Acceso a la
Universidad o el Examen Final de Bachillerato. Los estudios cualitativos también
sugirieren que la forma de realizar las tareas y el enfoque de las pruebas podría
tener un efecto sobre el rendimiento de los estudiantes.

Palabra clave: Exámenes; competencia oral; Marco Común Europeo para las
lenguas modernas (MCER); impacto; estudios comparativos.

Introduction

The University Entrance Examination is the most important high-stakes
general exam in Spain. The inclusion of a Foreign Language section dates
back more than 25 years but despite the changes in language teaching
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over time, this section has seen very limited changes in its construct.
Obviously, the students’ and social needs have changed in that period of
time and, as a consequence, the test has become obsolete and provides
only a limited quantity of information. Moreover, this information is used
to obtain inferences about the students’ linguistic potential and also to
set the level to enter a university degree. In contrast with the exam
outdated construct, oral skills have been one of the key issues in the
recently passed Organic Law that Modifies the Quality of Education
(LOMCE) (2014) in Spain. In fact, a great emphasis has been placed in
the fact that Spanish students should graduate from high school with an
excellent oral command or, at least, one foreign language. In Spain and
many other European countries this has been an issue of major concern.
However, what makes the case of Spain even more critical are the poor
results found in international and national evaluations such as the
European Survey of Language Competence (http://ec.europa.eu/
languages/policy/strategic-framework/documents/language-survey-final-
report_en.pdf). Three skills, reading, writing and listening were measured,
and Spain was found to show one of the lowest results, particularly in
the case of the oral skill, but also in the written ones. Besides, it is
generally acknowledged in the labor market as well as by the higher
educational institutions that Spanish students lack the necessary skills to
pursue university studies in which English is either a communication
language or, at least, a supporting tool for learning.
Recent studies done by the Institute of Educational Evaluation which

depends on the Spanish Ministry of Education, Culture and Sports (MECD
henceforth) state that just about 45% of the students would be able to
achieve a B1 after graduating from high school. García Laborda,
Amengual Pizarro & Litzler (2013) hesitate whether this language
competence is acceptable to face the labor market or university studies.
By using the Common European Framework for Languages (CEFR) in
English for Specific Purposes, these authors consider that the number of
situations in which the high school graduates would only be able to use
very short dialogues (adscribing to a B1 level) is high, and thus they
foresee serious communicative problems beyond social interaction when
the grammar structures, but especially vocabulary and discourse, become
the most important part of professional communication. In the same
conference paper they also mention that the results of the European
survey might be unrealistic, as interviewers had very limited training in
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oral testing and they could have brought some pre-conceptions about the
results and about the candidates they would be interviewing. 

The University Entrance Examination in Spain

The English section of the University Entrance Examination in Spain has
received very little attention in research as compared to other
standardized foreign language tests. Only in the last decade a number of
researchers have addressed such issue. Overall, there seems to be three
main aspects that have centered most of the papers on the topic:
washback (Amengual Pizarro, 2009), results analysis and proposals to
change its current construct, which has not been modified for over 20
years (see, Fernández Álvarez & Sanz Sainz, 2005). Although there might
seem to be clear distinction between these three aspects, in fact, they are
clearly interwoven.. 
What seems to be clear is that with little variations in Galicia and

Catalonia autonomous communities, the changes have been limited to
format (such as the number of words in the composition section or the
number of items in language use) and the addition of listening
comprehension sections in the two Spanish communities mentioned
above, which also have an additional official language. In 2005, a volume
edited by Herrera Soler & García Laborda tried to indicate this lack of
studies, particularly dealing with validation, the most relevant aspect..
However, up to that moment, and still today, the validation studies have
been limited in content and scope. García Laborda (2006) pointed that
the validation studies until then had only been done occasionally in four
universities: Granada, Complutense de Madrid, Baleares and Politécnica
de Valencia. After the 2005 volume there were some more papers
published on this issue, of which it is worth mentioning the monograph
of Revista de Educación in 2011, including aspects ranging from
intercultural considerations to delivery through computers.
Given this lack of studies, the Spanish Ministry of Education, Culture

& Sports (MECD) is aware of a number of provisions to be considered in
order to overcome these problems. Firstly, there is a need to revise the
educational paradigm in Spain, particularly in connection to language
policies. When these policies are improved, assessment, evaluation and
testing must fulfill a more relevant role than in previous educational
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models. This increase in evaluation policies should be first, adequately
shaped, as it may influence teaching outcomes, second, have a periodical
role, as it will surely provide important benefits for schools, teaching and
learning, and third, have a moderate impact and account for the socio-
economic inequalities of the Spanish society, ensuring that not all
resources provided to school depend on the results of these assessments. 
Bearing in mind the MECD provisions, the OPENPAU project proposed

different alternatives and followed two main lines to address the analysis
of current limitations of Spanish students. On the one hand, the
coordinator of the project established lines of cooperation between the
research project and the MECD. The general idea was that the experience
of the OPENPAU project1 served to provide ideas to improve the current
situation and also to revise an internal report on the high school leavers’
English proficiency. As a counterpart, the MECD offered to provide
information on the current research through the online delivery of the
research database. 
This paper looks at the students’ speaking performance in paired

interviews. The results are examined according to four criteria (accuracy,
fluency, interaction and coherence) in three universities and comprise
students from four autonomous regions from Spain. According to what
has been said above, the study is justified by the lack of serious studies
that can analyze the current speaking situation of high-school graduates
and observe whether the results of the MECD can be contrasted by non-
institutional research. While there is a general claim that there is a
remarkable need to incorporate the speaking tasks in the University
Entrance Exam, previous studies are limited, as far as it is currently
known, to the one by the MECD and this one hereby presented. This is
currently based on two premises: 1) test tasks have a significant impact
in what is being taught; and 2) delivery could facilitate the
implementation of speaking tasks.
The following study addresses first some of the current issues

associated to pair and group speaking tests delivery, then it shows the
research questions and then proceeds to the experimental analysis of
speaking interviews by 169 university students. Finally, it addresses the
results of this experimental research with the one done by the MECD and
finishes with some conclusions that could provide with potential ideas
for the current exam and the future High-School graduation diploma.
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Literature review

Although over the last decades there have been debates on the need of
designing and implementing new speaking tasks in high-stakes tests,
since the beginning of the 21st century, there have been two clear lines,
one related to speaking tasks of online delivered speaking tasks
(Bernhardt, Rivera & Kamil, 2004; Chapelle & Douglas, 2006; Vitiene &
Miciuliene, 2008; Sawaki, Stricker, & Oranje, 2009; García Laborda, 2010b
and others) and, the other, in-person delivered speaking tasks
(Nakatsuhara, 2013). Among the latter, one of the most current trends
focuses in pair and group assessments. Although integrated tasks have
attracted both computer based and in-person test administrators (Sawaki,
Stricker, & Oranje, 2009), it is worth considering what the advantages of
group interviews have over computers in specific contexts. García
Laborda & Royo (2007) mentions a number of difficulties that make
computer based testing profitable on the long run, as high investments
are necessary both in software and hardware. This may be the most
important reason why many educational administrations have not
implemented computer based assessments in high-stakes tests. However,
face-to-face interviews or even telephone based interviews like, for
instance, the Simulated Oral Proficiency Interview (SOPI) are time-
consuming and still imply a high cost in human and resources costs
(Heilmann, 2012). Thus, for many institutions pair/group in-person
language tests are a feasible response. Given the current context in Spain
and the very same compulsory nature of the PAU exam, issues related to
individual features, grouping or personality could have a potential effect
on test takers. However, it is necessary to promote forms of
communication in tests that elicit interaction as a significant part of the
communication construct (Brooks, 2009) and provide better inferences
at lower costs (Dunbar, Brooks & Kubicka-Miller, 2006). Since the
introduction of these tasks should aim at a more “real” communication, it
would be expected that the use of the speaking tests should have a
positive effect on the learners and thus provide positive wash back
(Muñoz & Alvarez, 2010).
Paired speaking test tasks have become very common in many

international tests, especially in the Cambridge board of examinations
(Shaw & Weir, 2007), and Nakatsuhara (2013) mentions a large number
of examples in many other parts of the word. Paired tests have a number
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of benefits, including their reduced cost and time efficiency and their
focus on co-constructed dialogue/speaking interaction (Galaczi, 2008;
Nakatsuhra, 2006; Gan, 2008; Gan, 2010), particularly in countries like
Spain, in which cooperation and sharing in education are highly regarded.
Additionally, they may provide better opportunities for weaker learners
(Elder, Iwashita & McNamara, 2002), facilitate fluency (Gan, Davison &
Hamp-Lyons, 2009), provide a special role to body language and facilitate
the observation of high level speaking functions 
Although these factors have been observed internationally, up to now

no formal test administered in Spain uses group or even pair assessment
for oral discourse. In that sense, this paper seems to be a first approach
especially in the context of high-stakes tests. 

Design and implementation of research

Research questions
Given the current situation in Spain and the literature review, the

following questions needed to be researched for the purpose of this
study:

RQ1: Are there any significant differences between the study on the
2nd Baccalaureate students done by the Instituto Nacional de
Evaluación Educativa (INEE) and our current research?
RQ2: Is the approach proposed in this research valid to deliver the
University Entrance Examination?
It is worth considering whether group delivered speaking tests are

more adequate than the one-to-one face-to-face interviews in the Spanish
context.

Research method and study participants

Participants
The research team recorded a total of 85 paired interviews in four

different autonomous communities in Spain, namely Castilla-La Mancha,
Castilla León, Andalucía and Madrid (Table 2). These regions do not share
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the same language entrance exam, but the one aspect they have in
common is that they do not include an oral section (for further details on
exams, see Bueno & Luque, 2012). A University was chosen from each
autonomous community to make the sample representative and also
maximize economic and personnel resources: Universidad de Alcalá
(Madrid and Castilla La Mancha), Universidad Católica de Ávila (Castilla-
León) and Universidad de Jaén (Andalucía). Students were volunteers in
their first year at University. Table II shows the amount and frequency of
participants and their region/community of origin. Table III indicates the
number and frequency of participants who volunteered for the study
depending on the faculty they had ascribed to. Because of the diverse
communities of origin, universities and faculties students derive from, it
was considered that the range and variety of participants evaluated in the
study would show a comprehensive view of the level of oral competence
in beginning University students in Spain. 

TABLE II. number of participants selected for study, percentages and Universities of origin
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TABLE III. faculties selected for study and percentage of participants.

Research tasks and data collection

Measure of proficiency levels. 
In order to measure the students’ proficiency, the researchers used the

CEFR rating levels, ranging from A1 to B2, to assess the participants’
overall oral competence. According to this, four rating criteria were used
to measure the students’ performance: accuracy, fluency, interaction and
coherence. Scores from 0 to 3 were assigned according to their
performance being 3= excellent, 2=average and 1=poor, 0 was assigned
in very few cases to students who did not respond at all or their
performance was unusually poor. The students’ responses were video-
recorded, the interviews numbered and finally partially transcribed.

Raters
Raters were trained teachers with long experience either in language

testing for standardized tests or for the University Entrance Examination2.
Interviews were then assessed and graded by six of these raters, who
agreed on each student’s global competence and then conveyed the
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grades assigned for each individual criterion. Agreement among raters
was reached on how speaking tasks would be delivered before the
process commenced. One interviewer/rater was in charge of asking and
delivering the adequate questions. It was somehow active in task 1 (see
below) and actively observing and supporting (in different degrees) in
tasks 2 and 3. On these tasks the interviewer only participated if there
was a clear breakthrough in the line of conversation.

Speaking tasks
To organize the design and delivery of the speaking tasks, a

questionnaire was distributed to 16 PAU coordinators from all the Spanish
communities to find out their opinions about the kind of tasks that they
considered best in the hypothetical case that speaking tasks were
implemented in the PAU from 2012. Their responses showed that they
preferred three types of tasks: social-warm up personal questions, a
picture description and a role-play. Also, according to their responses, the
benchmark in the last year of high school should be a B1 in the CEFR
and three tasks were considered and were delivered in the following
order: 1) Informational dialogue; 2) Picture description+ question-
response dialogue; 3) Prompt-based role play. Question one consisted in
the interviewer asking individual questions on social topics such as
sports, hobbies, family members, academic interests and so. In question
two the student was assigned a picture randomly from a ten picture-set
and a description for two minutes was to be provided. Then the classmate
asked two opinion questions such as “why do you think they are here?”
or “what do you think it will happen after?” Finally, for question three the
students were assigned a card stating a case to discuss such as “organize
a party at your place with the help of your partner” or “organize a study
session for your next exam”. Table 4 shows the questions and construct
and objectives of each of these three tasks. 
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TABLE IV. Speaking tasks. type of task, number of participants, information requested, goals and
average time to complete each task. 

Data collection
The interviews were implemented between December 2012 and March

2013. Students volunteered and the interviews were given on class-days
usually before or after the lessons. All of the students were enrolled in
first semester English classes either for general or specific purposes.
Students were constrained by their own class schedule so the research
team decided to group them randomly without concerns for the
proficiency level.

Results

The first thing to address in this study, given the number of issues that
arose in the study of the Ministry was to observe what was the proficiency
level that first year university students brought. Instead of choosing a
criterion referenced assessment method, the research focused in the
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proficiency levels on a norm reference assessment. That means that rather
than observing whether students could achieve a B1 competence level,
we observed how they could be placed according to their competence.
Table V shows the global results obtained according to the CEFR. 

TABLE V. Level of participants according to the CEfR. 

In our study about 55.6 did not obtain the minimum requirement of
competence required in Foreign Languages by the Ministry of Education
to graduate from high school. Moreover, the percentage of students who
were above the required level was just 10.7. We considered this figure
important because it was similar to that obtained in the European Survey
of Language Competence.
Since we were observing the performance in a given test, the second

aspect to be assessed consisted of observing how students were
performing in the test within their own competence level across the test
criteria. Table VI indicates the results of the students in the accuracy
criteria. Accuracy was understood as “grammaticalness” or attachment to
prescriptive standard grammar. 
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TABLE VI. Results of participants’ performance for accuracy criteria. Measures range from zero to
three. Each line indicates the total amount and percentage interviewers in different degrees gave
to the participants’ performance. 

After observing the different frequencies in levels of accuracy, a further
step was taken in the analysis to discover if different groups of students
or different universities showed significant differences, that is to say, if
the participants’ origin or choice of degree would have a connection with
their level of accuracy. The data (chi-square: 23.254) indicate that results
did not show significant inter-group results and that within the groups
most students tended to score either low or medium. This may well
indicate a rater tendency to value students low or that actually students
tend to underscore on specific oral tests. It was also observed that there
was a degree dependency in the scores upon the degree of study. For
instance, that was the case of the University of Alcalá school of education
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where a significant difference between pre-service primary teachers
tended to do better than their counterparts in pre-school. Finally, the
Kendal Tau-b rank correlation coefficient (0.029) and a small asymptotic
standard error (0.72) indicated the absence of association among the
different samples. As a consequence, the results indicate that there are
limited differences among the groups. However, there was a tendency to
have lower scores in the pre-service teachers and the nurses. 
The same analysis was applied to the other criteria referred to above,

fluency, interaction and coherence (Tables VII to IX). 

TABLE VII. Results of participants’ performance for fluency criteria. Measures range from zero to
three. Each line indicates the total amount and percentage interviewers in different degrees gave
to the participants’ performance.
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TABLE VIII. Results of participants’ performance for interaction criteria. Measures range from cero
to 3. Each line indicates the total amount and percentage interviewers in different degrees gave to
the participants’ performance. 

Again, after observing the frequencies, an analysis was carried out to
check whether significant differences could be found depending on group
of students or university/faculty of origin. In this case the x2 was 13,637
(not-significant) with an asymptotic significance of 0,752. This clearly
indicates that the curve had a right tendency and that there was no
significance in the chi-square inter-group results.
These statistic results indicate that the students performed better in

this criterion. In fact, the tests show a clear tendency to the average score
with a higher degree towards Excellency in all the groups. This excellence
is not so extremely high in either group but it averages a total of 19.8%.
Psychology in Jaén obtains better scores followed by the Primary teachers
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of the school of education in Madrid. The Tau-b de Kendall (-0.101,
Standard error 0.70) indicates a higher degree of association than in the
previous criterion but it is still rather limited.

TABLE IX. Results of participants’ performance for coherence. Measures range from cero to 3.
Each line indicates the total amount and percentage interviewers in different degrees gave to the
participants’ performance. 

Interaction also shows greater performance scores which resemble
those obtained in Fluency. The x2 for Interaction was 15.49 with an
asymptotic significance of 0.628 with a clear tendency towards the 2-3
values, and again there was no significance in the chi-square inter-group
results. Also medium-high scores were observed for this criterion. High
scores (3) were observed in three groups but in this case, low grades (1)
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were even less than in the previous criterion. Especially significant is the
case of primary pre-service teachers who showed a smaller percentage
of low scores (1) but did hardly increase high scores (3). This was also
supported by the Tau-b de Kendall value (-.092, Standard error 0.71).
Coherence also shows greater performance scores, which resemble

those obtained in the two previous criteria. The x2 for Interaction was
26.412 (not significant) with an asymptotic significance of 0.091 which
also shows a tendency towards medium and high values, although in this
case it is more centralized than in the previous two criteria. In reference
to the results, Psychology students scored lower than in the second and
third criteria but this change was not significant. Nor was it in the rest of
the groups whose scores decreased but not in the same percentage. The
Tau-b de Kendall value -.092, Standard error 0.71 shows that no
significant differences were observed in relation to the curves of the other
groups.
Global performance was considered important because it provided

information on the overall grades of all the participants in the study
(García Laborda, Amengual Pizarro, & Litzler, 2013), and could also be
contrasted with the data obtained by the Ministry of Education. Table 10
shows the data obtained by the Ministry in their pilot study done in 2012
(http://www.mecd.gob.es/dctm/inee/documentos-de-trabajo/informe-
pau-ingles.pdf?documentId=0901e72b8170cdc9), while the results of this
research can be observed in the following two tables (Tables XI and XII).

TABLE X. Results of participants’ global performance obtained by the Ministry of Education
(http://www.mecd.gob.es/inee/Documentos-de-trabajo.html).
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TABLE XI. Results of participants’ global performance in this study. the number of participants
appears in the first line. the mean and standard deviation are shown in the third and fourth lines
respectively.

TABLE XII. frequencies for each criterion evaluated and their corresponding values within the
four total possible scores (from 0 to 3). 
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The Ministry’s results and those obtained in our research were
compared and analysed statistically and show that significant differences
are limited to accuracy and fluency, and also that there was no
significance in the chi-square inter-group results for the other criteria,
that is to say, interaction and coherence. High scores (3) were observed
in three groups in our research but in this case, low grades (1) were even
less than in the previous criterion. Especially significant is the case of
primary pre-service teachers who showed a smaller percentage of low
scores (1) but did hardly increase high scores (3). This was also supported
by the Tau-b de Kendall value (-.092, Standard error 0.71).
Although a number of interpretations are possible for this lack of

significant differences between the study run by the MECD and our study
regarding interaction and coherence, one of the most significant could
be the way of delivery. Face-to-face interviews usually lead to higher
anxiety (Woodrow, 2006; Hewitt & Stephenson, 2011) and this could have
a special effect on how teachers approach the test. While the MECD
used a highly cognitive methodology with limited interaction between
the test taker and the interviewer, the facilitating attitude of the
interviewers in our case lead to significant changes, which can be
observed in the table below (TABLE XIII) . 
Our interactive approach had an effect on students’ fluency and

accuracy. In this sense, an interactive approach with an active interviewer
would benefit the learners. Nevertheless, these results are not conclusive
and thus further research would be necessary.
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TABLE XIII. Comparison of tasks’ methodology. the first column reflects the aspects compared
in the two studies. the second column shows the approach carried out by the Ministry of Education.
the third column shows the approach developed in this study.
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Discussion

The first interesting observation is that in our study most students (55.6%)
were in the A1-2 competence band despite their many years of English
learning. In fact, in most cases their starting age of learning English was
12. These results may indicate major flaws either in teaching processes,
in choice of contents, in teaching materials, in the choice of
methodologies, in rate of students per class or in a combination of all the
factors contemplated. Another issue that needs to be considered is the
foreign language competence requirements for graduation in high school
(mostly B1 except in Andalucia – A2+- and Catalunia –B2-). Although
researchers like Gómez Rodríguez (2010) have insisted that textbooks do
not lead to the development of communicative competence, the results
in the study show that students perform better in interactional criteria
than in accuracy. This may indicate that pair interview support leads to
higher scores, which is in accordance with current studies of pair/group
(Nakasuhara, 2013) in which students with lower competence are
matched with students with a higher one. The fact that there are no
significant differences among groups in any of the criteria suggests that
the tasks are valid for these groups. 
As mentioned in the previous section, it was especially interesting to

observe that there were no significant differences when comparing this
study with the study run by the MECD in interaction and coherence.
Whether further research would be desirable to justify these minimal
differences, it may well mean that some aspects may be better developed
in the classroom, that students tend to focus on specific aspects of
communication or that raters’ perceptions towards these criteria may be
similar. These high correlations evidence the robusntness of the results
hereby obtained. 

Conclusions

This paper addressed three main issues:1) First year university students’
competence following the CEFR, 2) Differences in rating criteria across
university degrees and 3) Comparison with the previous report by the
MECD. The results indicate that there is a relation between the results of
this research and the MCD’s. One of the outstanding features of the
research is that there is a slight difference between the competence level

García Laborda, J., Luque Agulló, G., Isabel Muñoz, A., Bakieva, M. PERfORMAnCE Of fIRSt yEAR UnIVERSIty StUDEntS In thE SPEAkInG tASkS Of A SIMULAtED

UnIVERSIty EntRAnCE EXAMInAtIOn

Revista de Educación, 369. July-September 2015, pp. 104-128
Received: 17-11-2014    Accepted: 13-03-2015

124



achieved by the end of 10th and 12th grade and that most students do not
achieve levels beyond the B1. Another feature is that if communication is
a final goal in the LOMCE, more attention should be given to tests
especially aimed at obtaining inferences on the degree of oral interaction
(García Laborda, 2010a).
There is a great gap between the competence students bring into

university and the competence required by most universities to graduate
(B2). This will obviously make universities increase the number of English
(or foreign language) courses if this requirement is to be fulfilled. Testing
has proved to be a valuable way to change education (Washback effect,
Muñoz & Alvarez, 2010) and thus new items and forms of assessment
need to be implemented in the Spanish educational system. Maybe,
teachers, administrators and testers also need to reshape their concept of
language testing and move towards more interactive approaches.
Pair/group delivered speaking tests do not only favor the performance,
which may be based on the fact that maybe by using interactive
interviews, some communicative function that weaker students cannot
show in face-to-face interaction due to stress and anxiety can be triggered
by the presence of an equal, the other candidate (Horwitz, 2000; McCarthy
& O’Keeffe, 2004).
There is still a way to walk before the new High School Final Exam is

implemented in 2017 but maybe this humble paper will attract the
attention of the educational politicians towards further research, which
should focus first, on the possibilities of grouping, second, on how
maximizing resources would increase competence levels and third,
whether social interaction may have an effect in improving performance
on tests. It should also address the major weakness of this paper which
is the limitation of the sample, and the need to approach the results using
corpus or pragmatic methodologies to achieve a sound construct that can
be effectively validated both internal and externally. 
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Abstract
This article analyzes the state of media education in Catalonia’s secondary

schools. The starting point is a bibliographic compilation that works as a
theoretical framework and points out the links between education and
communication. The main goal is to offer an approximation to the general
perception about the role that media education plays in secondary schools. The
article highlights the main challenges and problems related to the introduction
of media and ICT in classrooms as something more than a mere educational tool.
Three different qualitative methods were designed and implemented in order to
obtain the results: twelve in-depth interviews conducted with researchers, twelve
in-depth interviews conducted with secondary school principals and audiovisual
coordinators, and seven focus groups organized with forty two students from the
seven schools collaborating in this research. The results show that media
education is still difficult to find as a practice in secondary schools. Researchers
and secondary school teachers find media education as ‘transversal content’ the
best strategy to introduce media and ICT in classrooms. However, the transversal
strategy is also a difficult one, and for this reason media education is usually
implemented as a subject. The results also show how voluntary teachers play an
essential role in media education projects and therefore, how difficult it is to find
media literacy experiences in secondary schools. Finally, the article highlights
how media education can play an important role in the renewal of educational
practices.
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Resumen: 
En este artículo se analiza la implementación de la educación mediática en

los centros de secundaria de Cataluña. Partiendo de un marco teórico inclusivo,
se pone el acento en las conexiones necesarias entre educación y comunicación.
El principal objetivo es ofrecer una aproximación a la percepción del papel de la
educación mediática en la secundaria obligatoria, poniendo de manifiesto los
principales retos y problemáticas de la introducción de los medios y las
Tecnologías de la Información y la Comunicación (TIC) en las aulas como algo
más que meros soportes o instrumentos educativos. Para ello, se ha realizado
una investigación cualitativa sustentada en tres ejes: la percepción de los
expertos, la percepción de directores y profesores implicados en su
implementación, y por último, la percepción del alumnado. Se han realizado
entrevistas en profundidad a doce expertos en esta temática, entrevistas a doce
directores y responsables de proyectos audiovisuales y finalmente, siete grupos
de discusión con cuarenta y dos alumnos de una muestra intencional de siete
centros pioneros en la introducción y desarrollo del trabajo en medios y con
medios en las aulas. Los resultados que se desprenden de esta investigación
ponen de manifiesto que la educación mediática sigue siendo en la actualidad
una asignatura pendiente. En este sentido, expertos y docentes apuntan la
transversalidad como una excelente estrategia para su introducción en las aulas;
sin embargo, y debido a su difícil implementación, a menudo se introduce
exclusivamente como asignatura. Los resultados también ponen de manifiesto
que la educación mediática sigue siendo una práctica voluntarista y, por
consiguiente, minoritaria en la Educación Secundaria Obligatoria (ESO).
Finalmente, se constata la necesidad de situar la educación mediática al servicio
de un cambio de enfoques y metodologías; promoviendo una concepción de la
educación menos transmisiva y más comunicativa.

Palabras clave: educación mediática, competencia comunicativa, jóvenes, TIC,
escuela 2.0, educación secundaria, profesorado, estudiantes, currículo de
educación secundaria.

Introduction: the current state of media education

Studying the relationship between society and communication is of
greater importance than ever. We live in times of crisis; in a runaway
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world, according to Giddens (2000); in a world undergoing total
transformation. It might be said that we are witnessing a cultural and
communicational paradigm shift in which the digital revolution plays a
relevant role. Castells (2006) calls the resulting society the net society;
other authors prefer the term mediatized society (De Moraes et ál., 2007).
In this new context, the media are considered important socio-educational
agents. The importance of the media and technological developments
applied to communicative processes is evident in the constant
redefinitions of social and learning spaces.
The relationship between education, the media and society is,

however, problematic and ill-defined; perhaps even paradoxical. Although
school curricula have been adapted in an attempt to deal with the social
changes resulting from the boom in ICTs and the media, it is surprising
that the latter have not been given priority in compulsory education. Over
the last few decades, some authors have attempted to consolidate a new
discipline which might feasibly be introduced in schools. More
specifically, the last two decades have seen theoretical justification of the
need to establish an area of study which connects the areas of
communication and education (Masterman, 1993; Jacquinot, 1999; Pérez
Tornero, 2005; Mominó, Sigalés and Meneses, 2008; Aparici, Campuzano,
Ferrés and García Matilla, 2010; Aguaded, 2011; Ferrés and Piscitelli, 2012;
Ballano, 2012). It is even more surprising given that the ongoing
development of ICTs, and the expansion and growing prominence of the
media based on them, has further increased their use and social interest.
At the same time, there has been much debate about the existence of new
strategies and contexts for education and the identification of new
dimensions or literacies in education. 
However, the diversity of the different approaches (some more

technological, others more communicative), coupled with criticism of
already saturated school curricula, have weakened the case for what some
authors have defined as a necessary media education. In parallel, the
economic crisis in Spain has paralyzed many of the existing initiatives,
which required funding from the administration and schools. In turn,
concepts such as ‘digital natives’ (Prensky, 2001) and ‘net generation’
(Tapscott, 1998) have revealed a certain cultural gap, generational in
nature, which appears to place young people ahead of the adult
population in terms of the so-called ‘new literacies’. In some cases, this
has served to undermine the need to study the media and ITCs in the
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classroom. However, on this point, researchers are practically unanimous
in the view that native is not synonymous with fully competent and that,
while there are certain skills that young people acquire intuitively, adult
guidance is necessary for reflection and distance. 
It is thus apparent that the relationship between education and

communication is not without stereotypes and myths. On many occasions,
technological development has been considered a possible solution to
problems in education, with the technologization of education being
prioritized over the necessary redefining of educational practice, contexts
and dimensions. Authors such as Jacquinot (1999) have conceptualized
this as a supposed “audiovisual solution” to a crisis which does not only
affect the education system, but society as a whole. Similarly, for
Buckingham (2002), technology has become on countless occasions a
“magic promise” for education; an alleged solution to all the problems in
the current school system. However, at this stage it seems evident that
incorporating technology into schools is insufficient to deal with the
challenges facing education; on the contrary, the solution seems to lie in
debating and rethinking the ‘whys’ and ‘what-fors’ of education and
communication within the framework of the processes of change and
transformation (of crisis, in fact) which we are facing. In today’s society,
where networks and the media play such prominent roles (Castells, 2009),
the acquisition of communicative and media competencies is undoubtedly
essential for the consolidation of active, participative citizens. As a result,
this article takes as a starting point a broad conception of media
education; under the assumption that if education becomes a permanent
process which can be generated in multiple contexts, if children and
young people become active and creative in their learning processes,
and if the new social network sites do indeed establish themselves as
new learning networks (Siemens and Weller, 2011) and join that ‘parallel
school’ already identified in the 1970s, then it is undoubtedly necessary
to question the function of formal education today and what it means to
establish a curriculum which takes into consideration media literacy . This
conception of media education or literacy takes into account a necessary
balance between the classic divide between educating in media and
educating with media, while considering that the priorities should lie in
students’ communicative competencies, as well as in the processes of
appropriation, (re)creation of meaning and creation with media, affecting
the relational nature of our uses and appropriations (Gabelas, Marta and
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Aranda, 2012; Ito and Boyd, 2008; Livingstone, Haddon, Görzig and
Ólafsson, 2011; Sánchez-Navarro and Aranda, 2013). At present, the role
of the media and the introduction of ICTs in compulsory formal education
continue to pose a series of unresolved challenges and problems. This
article will attempt to synthesize some of the main areas of debate about
this object of study, and will do so based on the results of a combination
of qualitative research tools.

Aims and methodology, techniques and sample for carrying out

the field work 

The aim of this article is to offer an analysis of the current perception of
the role of media education in compulsory secondary education, while
highlighting the main challenges and problems involved in introducing
the media and ICTs as more than mere educational aids or tools in the
classroom. Our particular interest concerns four principal groups we
consider to play a highly relevant role in the success of media education
practices in the classroom: researchers, school principals, teachers or
coordinators of audiovisual projects, and the pupils themselves. 
More specifically, we aim to analyze their perception of five aspects

of debate related to the role of media education in compulsory secondary
education: first of all, its conception as either a transversal competency
or as a subject in its own right; secondly, whether it is conceptualized as
a legal obligation or else as a voluntary practice in certain centers; thirdly,
the impact of media education on the supposed generational (and digital)
divide between digital natives and digital immigrants; fourthly, the role
of 2.0 school projects in implementing media education experiences; and
finally, the role of media education itself in fostering changes in
methodology and a renewed educational praxis. These aims and aspects
of study are tackled by means of the methodological combination of
different qualitative techniques which offer a broad, comprehensive view
of the current situation regarding the introduction of the media and ICTs
in secondary schools. Experts in media education, team managers in
schools, and teachers and students who form part of media education
projects have all participated in this study. Consequently, they represent
a “purposive sample” who may act as a vanguard or as a model of “good
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practice” in strategies for incorporating media education in the school
curriculum. In order to carry out the research, a methodology combining
indirect and direct analysis was designed. The study was carried out in
two phases: an initial phase in which documentation and bibliographical
references related to the object of study were compiled, and an advanced
phase in which focus groups and in-depth interviews were conducted. It
should be pointed out that this work was carried out within a wider
research framework (Ballano, 2012). In addition, we were able to
compare, validate and broaden the results by means of participating in
two R+D+i research projects: The use of ICTs and the digital divide
between adults and teenagers (2010-2012), and Childhood, violence and
television (2006-08). 

TABLE I. Direct analysis: Research tools adopted

Source: own design
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(E01) 4 exploratory interviews: Researchers specialized in qualitative research tools (Dr.

Josep Lluís Sánchez (Infonomía, 23 October 2009); Dr. Montserrat Castelló (URL/UAB, 27

October 2009); Dr. Sue Aran (URL/CAC, 30 September/24 November 2009), Dr. Nancy

Nelson (University of North Texas, 19 October 2009).

(E02) 12 in-depth interviews with experts in media education: Dr. Joan Ferrés, Dr. Jordi Vi-

vancos, Dr. Magda Blanes, Dr. Daniel Aranda, Francesc Llobet, Dr. Guillermo Orozco, Dr. José

Antonio Gabelas, Dr. Manuel Area, Dr. Pere Marqués, Dr. Ignacio Aguaded, Dr. Artur Noguerol

and Dr. Josep Maria Mominó.

(E03) 9 in-depth interviews with coordinators of audiovisual media, technology or computer

science in the following schools: Escola Solc (coordinator of audiovisual media), IE Costa

Llobera (coordinator of audiovisual media, head of studies), INS Montsuar (coordinator of

audiovisual media), INS Sant Just (ICT coordinator, teacher of computer science and tech-

nology), Colegio Montserrat (head of communication, ICT coordinator) and INS Carles Vall-

bona (teacher of media education).

(E04) 3 in-depth interviews with the principals of the following schools: Instituto Escuela

Costa Llobera, INS Montsuar, Instituto Escuela Jacint Verdaguer. (

FG01) 7 focus groups with school pupils.



In an initial phase, 12 in-depth interviews were conducted with
nationally and internationally renowned researchers in the area of media
education. These interviews, together with the analysis of the
bibliographical and documentary references related to the object of study,
revealed a series of variables which we consider to be central to the
implementation of media education in schools (see Table II). This article
deals with a selection of these variables, which were also analyzed and
discussed in detail with teachers, school principals and pupils. 

TABLE II. Selection of the principle challenges and problems in media education:

Source: own design

Subsequently, 12 in-depth interviews were conducted with school
principals, heads of study and coordinators of media and ITC projects in
schools in Catalonia, as outlined in Table 1. The schools were chosen
from a pre-selection of 18 schools considered pioneers in introducing
media education in the classroom in compulsory education. The field
work was then carried out in 7 of them (three private and four state
schools). Finally, we took into account the triangulation of the information
obtained through the in-depth interviews with experts, principals and
teachers with the perceptions of the pupils, obtained by means of 7 focus
groups comprising a total of 42 students in the fourth year of ESO
(Compulsory Secondary Education). The focus groups were carried out
based on a communicative model which overcomes some of the problems
inherent in the classic methodological conception for applying this
qualitative research tool (Busquet, Medina and Sort, 2006). In this regard,
we started from the premise that the study of the subjective perceptions
manifested by the agents involved is fundamental for research in
communication (Schütz, 1974; Habermas, 1987).
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1. Media education implemented as a transversal competency or as a subject 

2. The media in the curriculum: legal obligation or voluntary practice

3. Interrelationships between digital “natives” and “immigrants”

4. The meaning and future of Projects 2.0

5. The media and ICTs to foster a renewed educational praxis



TABLE III. Chart of methodolgy used for accessing and analyzing information

Source: Adapted from: pOZO, Juan Ignacio, SChEUER, nora, DEL pUy, María et al, nuevas formas de pensar la enseñanza y el

aprendizaje. Las concepciones de profesores y alumnos, graó, Barcelona, 2006, p. 379.
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Results

Introducing the media and ICTs in secondary school classrooms:

transversal competency or subject?

The expert researchers in media education are unanimously in favor of
considering media education as a new competency or new literacy need
which should be included in compulsory education, rather than be
relegated exclusively to other, informal or non-formal, educational
contexts. 
The interviews conducted with the experts show that there is no

consensus regarding whether media education should continue to be
considered a transversal competency or whether it should be redefined
as a new subject. In fact, different typologies and preferences can be
identified regarding the introduction of the media and ICTs in the
classroom, most of which lie between adopting a truly cross-curricular
approach and introducing them in a complementary way across subjects.
However, it is clear that a large majority of the researchers consulted favor
their introduction as a transversal competency over the creation of a new
subject. On this point, there is a growing tendency to see project-based
work as a way of consolidating the cross-curricular approach. Researchers
such as Ferrés believe there is a general consensus in the scientific-
academic world in favor of the transversal competency approach:

The compartmentalization approach is absurd; all knowledge generated in
schools should be far more transversal. Audiovisual communication education
is very important and should therefore be present throughout the educational
process (in-depth interview conducted on October 1 2009).

Furthermore, a minority of the researchers consulted calls for
broadening the scope of the research to enable complementarity
strategies to be designed. Researchers such as Aranda and Gabelas point
out that both options –the transversal approach and the creation of a
subject– are not necessarily in opposition, and they indicate the need for
greater flexibility in the area of research which would thus allow
methodological innovations to be introduced into educational praxis. For
Aranda, the ideal model is one which allows both options to be
implemented: a transversal approach, in the case of introducing the media
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and ICTs as educational tools or aids; and the design of a specific
curriculum, within a new subject, allowing the media and ICTs to be dealt
with as an object of study in their own right (in-depth interview
conducted in November 2009). 
In the seven schools which participated in the field work, the

complementarity strategy advocated by some of the experts consulted is
already in operation. Among the main ways of introducing the media as
an object of study, the following four stand out:

a) Firstly, the design and creation of a succession of optional subjects
throughout ESO, consolidated and undisputed in the school.

b) Secondly, converting optional subjects into compulsory subjects
which guarantee all secondary pupils access to media education.

c) Thirdly, turning fourth year ESO research projects into
communication research projects.

d) Fourthly, the introduction of media education through project
work, within the framework of education systems based on a three-
pronged cooperation approach: teacher-teacher, teacher-pupil and
pupil-pupil.

The search for strategies to introduce the media and ICTs as an object
of study by means of specific spaces (subjects) is therefore emerging as
one of the major trends. The adoption of this strategy is based on the
belief –shared by experts– that a truly cross-curricular approach, such as
project work or competency-based assessment, are among the major
challenges facing education and media education. However, the search
for these concrete, innovative spaces depends, on many occasions, on the
efforts of a single teacher. This indicates a degree of fragility as far as the
introduction of the media and ICTs as an object of study in classrooms is
concerned, due to the mobility and/or work load of the teaching staff. 
The pupils who participated in the focus groups perceive that the

introduction of more technology in the classroom does not necessarily
lead to an improvement in teaching-learning processes. In fact, they
report that very often the newly-incorporated technology is not used to
help design and develop new working methodologies. On this point,
students display considerable disagreement with some of the contents of
curricular design in secondary education; they demand a renovation of
the education system which goes beyond the introduction of technology
in the classroom. 
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One of the main obstacles to introducing the media and ICTs as an
instrument and as an object of study in compulsory secondary education
is, according to the interviews conducted, the perception that resources
provided by publishers are scarce. Consequently, the media education
included in cross-curricular classroom projects is very often not guided
by text books (unlike most contents included in a compulsory education
curriculum), but rather by materials selected or even designed by
teachers. This aspect encourages a more active role of the teacher and
thus of teaching-learning processes as a whole (Tirado y Aguaded, 2014).

Legal obligation or voluntary practice: the media in the curriculum

One of the main difficulties of creating socio-communicative
environments which enable media education to be dealt with as a
transversal competency in ESO resides in the lack of spaces for dialogue,
collaboration and team work among teachers working at any one school.
Including the media in the curriculum continues to be a question of
voluntarism, despite its legal recognition.
The interviews with teachers and principals confirm that it is more

common to find spaces devoted to media education in primary education
than in ESO. The rigid nature of secondary curricula is perceived as a
factor which considerably hinders both allocating media education its
own space and introducing it transversally. As a result, it is often the most
committed and aware teachers who search for strategies to introduce
media education in the classroom.
In the seven schools consulted, the coordinator of audiovisual media

normally assumes the role of managing the resources usually linked to
instrumental issues (technology maintenance), didactic issues (training
and advising teaching staff), and/or communicative issues (coordination
of internal and external communication processes by means of creating
school magazines, promotional or commemorative videos, managing the
school website and attending seminars, conferences and competitions
related to media education). At those schools where this is not a
recognized function, these tasks are delegated to the teachers of computer
science or technology. Some schools have merged the areas of technology,
computer studies and audiovisual communication, which are the
responsibility of one person: the Coordinator of Learning and
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Communication Technologies. Others have opted to set up an ICT
Department or a Communication Department, integrated in the school’s
organizational structure and responsible for overseeing the way in which
ICTs and the media are dealt with as an instrument and as an object of
study in the classroom. 

Digital natives and immigrants

There is a considerable degree of consensus among the researchers
consulted that being born in a digital environment does not guarantee full
media competence. On the contrary, while certain skills may be acquired
intuitively, critical reflection and distance appear to require adult guidance.
Nevertheless, despite the relevance of the figure of the teacher as
educommunicator, all of the researchers interviewed pointed out the
growing cultural gap between young people and adults. While not a new
phenomenon, it appears to be increasing due to the generational divide in
the appropriation and consumption of technology. The coordinators and
principals consulted also acknowledged the existence of a cultural (and
digital) gap between teachers and pupils; at the same time they concur with
the experts that being a native in a mediatized society is not synonymous
with being competent in using, dealing with and reflecting on and about
the media. There appears to be a high degree of consensus that one of the
principle competencies which pupils lack is the ability to adopt old and
new screens as work tools or as objects of study in their own right, and not
exclusively as instruments for leisure and socialization purposes. 
The focus groups with pupils reveal that active participation in social

networks is seen as a waste of time, with the negative repercussions of
such participation being measured almost exclusively in terms of the
amount of time devoted to it; therefore, from an essentially quantitative
rather than qualitative point of view. In fact, only those aspects of media
appropriation related to instrumental mastery are considered as factors
which might have positive repercussions for their academic or
professional future. The possibility that social networks might enhance
skills or lead to the acquisition of competencies which might have a
favorable influence on their education or future professional life is not
generally considered. It is surprising that, even today, these skills which
are less instrumental and more communicative are ignored or even
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rejected by the students themselves. In this case, we can identify a marked
tendency for young people to interiorize a widespread social discourse,
which they assimilate in an uncritical way: the adult social discourse
regarding the supposed shortcomings of digital leisure.
In addition, practically all the young people consulted consider their

instrumental ability to be much greater than that of the majority of parents
and teachers. They do acknowledge, however, that some adults possess
greater technological knowledge. These tend to be teachers of computer
science, technology and/audiovisual communication, or parents with
studies or jobs related to an intense use of technological tools. Far from
arguing that their abilities are innate or characteristic of a digital
generation, they maintain that what differentiates them from adults is
their intensive use of screens, which facilitates their appropriation and
learning process. In this regard, they point out that not all young people
master technology to the same extent and sustain that competence is
mainly based on the conditions of appropriation and use. There is clear
evidence here of a certain cultural divide which is generational in nature;
however, this divide is very often related to quality and diversity of usage
rather than to access or mastery.
In those schools which prioritize the instrumental dimension of the

media and which have a long tradition of incorporating personal
computers in the classroom, pupils identify shortcomings in teacher
training mainly related to the use of technology in its educational sense
(ability to create wikis, Hot Potatoes, Treasure Hunts, etc). However, in
those schools where critical and thoughtful study of the media is
prioritized, pupils point out that teachers lack basic instrumental training
related to both offline (operation and use of the television and DVD
player) and online (managing e-mail, managing virtual classrooms,
Internet, interactive whiteboard, etc) environments.
In the majority of cases, the pupils claim to have mainly learned to

use technology alone or with a friend; they state that on only very few
occasions do they turn to an adult to answer questions or to acquire
knowledge. Finally, while instant messaging enables them to be
connected to their friends and do homework collaboratively (by sharing
questions or problems, or doing and/or sharing class exercises), social
networks enable them to be in touch with “friends” and “acquaintances”.
Social network sites and chat rooms therefore act as a prolongation of
their offline social interaction processes. 
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School projects 2.0

The expert researchers consulted display a certain degree of skepticism
towards school technologization projects. For the majority, these tend to
be implemented more in response to a policy directive than to a
rigorously designed proposal for encouraging a change in educational
praxis. They agree that the introduction of ICTs in the classrooms usually
reproduces the traditional transmission model of education. Some of the
researchers interviewed, such as Mominó or Aguaded, remind us that
research studies on the repercussion of ICTs in compulsory formal
education tend to conclude that they promote a fundamentally superficial
use. These researchers point out that quality of use and exploitation of
the potential of the technology in the classroom continue to be somewhat
uncommon as a general rule. ( J.M Mominó, personal interview, 4 May
2011; J.I. Aguaded, personal interview, 19 March 2010) In this regard, all
of the researchers consulted agree that the introduction of technology in
the classroom should be accompanied by in-depth reflection about the
‘whys’ and ‘what-fors’. There is widespread agreement among school
principals and teachers that education 2.0 goes beyond the introduction
of computers and digital books in the classroom. They also point to the
inertia and routine which typify compulsory formal education (San
Fabián, 2011) and the lack of teacher training as two of the principal
obstacles to overcoming a model of education which is exclusively
transmission-based, linear and unidirectional.
The interviews with principals and audiovisual media coordinators

reveal the growing tendency of schools to promote and implement
customized training strategies in media and ICTs for teaching staff. This
task falls to the coordinator of audiovisual media, and offers an alternative
to the more general training courses, both internal and external, offered to
the entire teaching staff of a school and which are often considered to be
unsuccessful due to the lack of impact on and change in educational
processes. However, while teachers and principals agree with the experts
that media and ICT training should go beyond its highly instrumental
nature, there is no evidence of training strategies in media and ICTs as an
object of critical, thoughtful study promoted by and for the teaching staff.
Throughout the school years 2009-10 and 2010-2011, innovation

experiences were carried out in six of the seven schools consulted as part
of the eduCAT 1x1 project. The eduCAT 1x1 project was launched in the
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academic year 2009-2010 with the initial voluntary participation of 70
schools. This project, considered an exclusive pilot test for secondary
education, continued over the school year 2010-2011 and expanded to
include a total of 616 high schools. In turn, as an initial experiment, the
project was launched in 21 primary schools, with the aim of extending
the project to include all secondary school pupils and the higher stage of
primary education in a period of just four years. Subsequently, the project
was redefined within the eduCat 2.0 project, presented on 9 June 2011.
However, in reality, while some investment was made during the school
year 2011-2012, the project came to a total standstill as a result of the
economic crisis. School principals and audiovisual media coordinators
cite issues related to image or else an improvement in school
infrastructure as key factors for taking part in the project. In addition,
they point out five main difficulties in introducing personal computers in
the classroom:

1) The lack of training for teaching staff, which endangered the
viability of the project in those schools with no prior innovation
experience.

2) The lack of foresight and coordination on behalf of the
administration to design and implement the technological
infrastructure. 

3) The lack of coordination and collaboration between the different
agents involved to solve problems of a technical nature.

4) The very limited opportunities for involvement, participation and
decision-making in the initial stages of the project.

5) Finally, the difficulty of managing pupils’ access to a wide variety
of contents designed for leisure purposes, such as games, chat
rooms and social networks, in school time.

The media and ICTs at the service of a renewal of educational praxis

Among those teachers who argue that introducing the media and ICTs in
schools and secondary education classrooms is necessary there is a
tendency to advocate a conception of education as a communicative
process. On this point, a large majority of the experts consulted consider
that traditional education is in crisis or, in other words, that the
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communicative model of education based on transmission is obsolete.
Compulsory secondary education is held to be at the core of the problems
facing education. There is a tendency to establish parallels between the
crisis in society –understood as a process of convulsive change and
transformation– and the crisis in schools.
There is widespread consensus among the researchers consulted that

the introduction of media and ICTs in the classroom should promote a
true education revolution. For many of the experts, this revolution
involves implementing models of education which integrate the leisure
element into teaching-learning processes; this is only possible if it starts
from within schools and is thus supported by the teaching staff. For this
reason, the existence of pioneering schools with a certain tradition of
including media and ICTs in the classroom in order to bring about a
change in methodologies is considered a cornerstone of this revolution.
In the interviews with researchers, teachers and school principals,
coordination and collaboration between two of the principle socio-
educational agents –family and school– are emphasized as being
fundamental aspects of any serious bid to introduce media education in
the classroom at the service of a revolution in edu-communicative
processes.
Despite the difficulties involved in applying a truly transversal

approach, the teachers and principals interviewed agree with the majority
of the researchers that the competency-based approach is one of the
major opportunities to achieve a real transformation of educational praxis.
On this point, absolutely all of the teachers and head teachers interviewed
believe that media and ICT education projects should be incorporated
into the compulsory secondary education classroom; however, they
continue to believe that the recognition and consolidation of these
projects depends on the existence of trained staff who are aware of and
committed to this new educational need. 
In the opinion of pupils, didactic strategies are gradually changing in

most of their schools through the introduction of new educational aids.
Nonetheless, in only two of the seven schools which participated in our
study do pupils perceive a significant transformation of working
methodologies in the classroom and of the traditional roles of teachers
and students. The majority perceive that the main aim of introducing
technology is a renewal (and digitalization) of educational tools for the
pupils and teachers of a school, mainly by means of the incorporation of
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computers and electronic whiteboards. While they regard the
technological innovations in their respective schools in a positive light,
they perceive and criticize the fact that the use of technology does not
go hand in hand with a greater transformation of teaching-learning
processes. There is broad consensus among the pupils consulted that the
role of the pupil in the educational process should be renegotiated in
order to guarantee that the learning process becomes truly significant.
They acknowledge that when the educational process is less transmission-
based and more communicative they adopt a more active, cooperative
role in class.

Conclusions 

Media literacy poses a major challenge for schools: returning education to

its essentially communicative and prospective state

Media education in the school environment, far from constituting a new
burden on the already saturated curricula of compulsory formal
education, in fact poses a major challenge: that of defining a new school
model which returns education to its communicative essence. This is
based on the conviction that the growing importance of the media and
ICTs indicates that changes and transformations in society are a point of
departure, and not of arrival, for education. The notion of Education 2.0
once again shows that the introduction of media and ICTs in the
classroom is not a new requirement for schools, but rather an
acknowledgement of the need to specify and redefine the concept of
literacy.
This study demonstrates that media education in compulsory

secondary education should represent more than introducing technology
merely to serve as a teaching aid. In contrast, it means putting education
at the service of an understanding of socio-communicative structures and,
as a result, connecting education to the study of, reflection on
and preparation for the complex transformations taking place in evolving
societies. In accordance with what this paper proposes, School 2.0 is not
established through the introduction of technology in the classroom; in
sharp contrast, it has as its foundation the methodological and
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communicative revolution which underpins the instrumental and
educational appropriation of technology. And this revolution has yet to
arrive. 
The introduction of computers in the school context can help renew

methodologies and may even encourage a true revolution in educational
praxis through redefining the role of teachers and pupils in the
educational communicative process. However, it should be reiterated that
the use of technology alone does not suppose an improvement in the
learning process. It is essential to emphasize the conditions of its
appropriation and use within the classroom. At the same time, further
progress needs to be made in defining the notion of competency in
compulsory education curricula, emphasizing its ability to mobilize
learning processes; and proposing, therefore, educational and creative
solutions based on the increasing complexity and resignification of
contents. It is also necessary to distinguish between methodological
competencies, which are mainly related to the technology of the media
at the service of the education process, and communicative competencies,
concerning dimensions typical of the reflection and appropriation which
form part of a necessary digital and media literacy.
One of the major obstacles facing schools and education professionals

is the nature of an ESO which is halfway between transmission and
communication. This fact is acknowledged and criticized by many of the
school principals and teachers who have participated in this study. How
to establish space and time to develop not only skills but also contents
for media education, when these are not included in assessment
processes? How to generate transversal –and at the same time specific–
competencies in ESO curricula? And, ultimately, how to promote a less
transmission-based and more communicative model of compulsory
secondary education when the assessment processes for university access
are based more on demonstrating the ability to reproduce contents than
on the skills necessary to appropriate, transform and apply them in a
wide range of contexts?
This contradiction, inherent in curricula which support competency-

based work but which ultimately have to respond to assessment criteria
based on specialization in subjects and contents, lies at the root of a dual
problematic: on the one hand, the introduction of the media and ICTs as
a classroom tool does not result in any significant change in compulsory
education in the sense proposed here; on the other hand, as an object of
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study in their own right, their dimensions tend to become blurred when
introduced into school curricula as transversal content. 

Media education: still unresolved in Compulsory Secondary Education

The starting point for the introduction of media education tends to be an
innovation developed by a sole teacher committed to this new educational
need. When this commitment extends to the whole school, it is a response
to a greater aim: to transform not only methodologies but also
conceptions about the education process, promoting the active
participation of the pupils and demanding a role for the teacher as guide.
Research related to schools which are committed to designing and
creating concrete spaces for media education is essential in order to
progress and rethink the ‘whys’ and ‘what fors’. 
The work carried out in the schools which have collaborated in the

research seems to confirm that there are two main strategies for
introducing the media as an object of study in ESO: the first consists in
searching for concrete spaces to do so, accompanied by the design and
implementation of a series of subjects linked to media education
throughout ESO. This strategy allows schools to work on the instrumental
aspect transversally –and thus in all subjects – while ensuring that the
media and ICTs are dealt with as an object of critical, thoughtful study by
means of creating their own space in the curriculum. The second strategy
aims to guarantee that they are dealt with transversally through the design
and implementation of interdisciplinary projects based on cooperation
between teachers and also between pupils. However, while such projects
may occasionally spring from the efforts and disposition of a few teachers,
it is more usual that only those schools which have made changes to the
essence of classroom work routines –by modifying structures (through a
revision and redefinition of timetables and subjects) and infrastructure
(turning classrooms into cooperative and deliberative work spaces)– are
able to put a transversal program of media education into practice.
It is evident that any strategy employed for implementing and

consolidating media education will have to be accompanied by a
redefinition of the internal and overall organization of schools. The
inclusion of media education in a school environment not only promotes,
but also demands, a change in the conception of formal secondary
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education. As a result, it can be stated that one of the principal challenges
facing School 2.0 is that the existence of media and ICT education
frequently depends on the efforts of a few aware and committed teachers.
Some of the strategies which may help this internal and general
organization are already used and validated by those schools with a
certain tradition of introducing the media and ICTs in the classroom; they
principally depend on the consolidation of spaces for dialogue,
supervision and the promotion of new working methodologies.
Ultimately, in addition to a necessary complicity between family and
school, it is essential to recognize the active (and decisive) role that young
people should adopt in their own learning process.
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Abstract
Recent works from different disciplines deal with the long-term effects of

childhood conditions. International studies that show the positive influence of
pre-primary schooling are systematically based on students over 3 years old. The
analysis of the influence on later academic outcomes for children under 3 years
is almost non-existent. Besides, the maturity differences when entering the
education system, because of the one-year difference within each age cohort,
also appear to have long-term effects on educational outcomes. The present work
provides evidence for Spain on the influence of early childhood education –the
one given before age 3– and the quarter of birth on the competences of students
in fourth grade. To do this we use the General Diagnostic Assessment (GDA) held
in Spain in 2009. The sample was obtained hierarchically and therefore multilevel
regression techniques are applied to detect how these two factors influence the
four competences assessed in the GDA, controlling other factors that could
influence the outcomes according to the literature. The estimations indicate that
early schooling has a statistically significant and positive effect only on linguistic
and mathematic competences. This effect is even greater for students born in the
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fourth quarter of the year, who have worse outcomes in all competences
compared to the rest of their peers. The results point to the need of extending
free pre-primary education in Spain, preferably for the younger students, and to
establish specific plans to support students who have had little schooling in non-
compulsory stages or were born in the last quarter of the year.

Key words: Academic Achievement, Early Childhood Education, Age, Preschool
Education, Primary Education, Linguistic Competence, Mathematics Skills,
Educational Research, Multiple Regression Analysis

Resumen
La literatura reciente de diferentes disciplinas ha experimentado una

explosión acerca del efecto a largo plazo de las condiciones en la infancia. Los
trabajos internacionales que evidencian la influencia positiva de la escolarización
previa a primaria se basan sistemáticamente en alumnado mayor de 3 años de
edad. El análisis de la influencia en los resultados académicos posteriores para
menores de 3 años es casi inexistente. Por otra parte, las diferencias madurativas
al acceder al sistema educativo, por la distancia de hasta un año dentro de cada
cohorte de edad, parecen tener igualmente efecto a largo plazo en el resultado
educativo. El presente trabajo aporta evidencia para España sobre la influencia
de la escolarización temprana -entendida como la previa a los 3 años- y del
trimestre de nacimiento sobre las competencias de los alumnos en cuarto de
primaria. Para ello usamos la Evaluación General de Diagnóstico (EGD) realizada
en España en el año 2009. Al ser una muestra obtenida de forma jerárquica
aplicamos técnicas de regresión multinivel para detectar cómo influyen estos dos
factores sobre las cuatro competencias evaluadas en la EGD, controlando por
otros factores que pudieran influir sobre el resultado según la literatura. Los
resultados indican que la escolarización temprana tiene un efecto
estadísticamente significativo y positivo exclusivamente sobre la competencia de
comunicación lingüística y sobre la matemática. Este efecto beneficioso es aún
mayor para los estudiantes de último trimestre del año, quienes presentan un
peor resultado en todas las competencias en comparación con el resto de sus
compañeros. Los resultados apuntan a la necesidad de ampliar la escolarización
temprana gratuita en España, preferentemente para los de último trimestre del
año, así como de establecer planes específicos de apoyo a los estudiantes que
hayan tenido escasa escolarización en etapas no obligatorias o que hayan nacido
en el último trimestre.

Palabras clave: Rendimiento educativo, Escolarización temprana, Edad,
Educación infantil, Educación primaria, Competencia lingüística, Competencia
matemática, Investigación educativa, Análisis de regresión múltiple
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Introduction

Non-compulsory education has been spreading in Spain, even if it is not
always free. Public and state-subsidized private schools permit the
schooling of children from the age of three in the second cycle of pre-
school education. This stage is chosen by 99% of families in Spain though
attendance is not compulsory (MECD, 2012).

However, the free places for the first cycle of pre-school education
offered by the local administrations do not cover the actual demand. That
is why a large number of Spanish families choose private schools they
have to afford themselves. The result is, among other aspects, a lower
enrolment rate of children under three: 7.6% of children under one, 27.6%
for one-year-olds and 44.8% for two year-olds (MECD, 2012).

International empirical evidence of the positive effects of pre-primary
schooling is significant, especially for students that come from families
with a low socioeconomic and cultural background (Barnett, 1992;
Bauchmuller, 2010; Berlinski, Galiani, & Manacorda, 2008; Cosden,
Zimmer, Reyes, & Gutiérrez, 1995; Daniels, 1995; Downer & Pianta, 2006;
Gormley, 2008; Skibbe, Hindman, Connor, Housey, & Morrison, 2013) no
matter the pre-school programme (Daniels, 1995; Rao, Sun, Zhou, &
Zhang, 2012). Even if the influence of pre-schooling is positive, some
studies highlight the fact that its duration depends on the type of class
the students enrol in primary education (Magnuson, Ruhm, & Waldfogel,
2007). Furthermore, it does not depend much on the time having attended
pre-school (Daniels, Shorrocks-Taylor, & Redfern, 2000; Reynolds, 1995).
However, early schooling cannot compensate by itself all the effects of
certain students’ unprivileged environment (Burger, 2010).

During the last decade there has been an outbreak of literature in
different disciplines about the long-term effects of childhood conditions.
Thus, the theory of human capital has been updated for the stage under
age 5 (Almond & Currie, 2011), since the experiences lived during these
years are known to last through time. In fact, one of the aspects to take
into account is the age cut-off to access the educational system, which
varies among countries but always establishes cohorts with one year gaps
between the oldest and the youngest in the group. Longitudinal studies
show that the maturity differences at the moment of starting school –due
to the birth season– have a long-term effect in educational outcomes,
besides other factors which may also influence student performance
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(Bedard & Dhuey, 2006; Sharp, Hutchison, & Whetton, 1994), and even
grade retention (Robertson, 2011; Verachtert, De Fraine, Onghena, &
Ghesquière, 2010), or the possibility of attending university (Bedard &
Dhuey, 2006).

These studies are based on students above 3 years of age, when
schooling in Spain is almost 100%. With the exception of González-
Betancor and López-Puig (2015), using data of the Progress in
International Reading Literacy Study (PIRLS), there is almost no empirical
evidence questioning the effect that schooling under 3 will have in
children’s later educational performance. With the present paper we will
supply evidence for Spain with respect to the influence of both early
schooling (under 3) and quarter of birth on educational outcomes in the
second cycle of primary education. For this purpose we will use the data
corresponding to the Spanish national diagnostic assessment carried out
in 2009.

Data and variables

The sample

The Spanish education law of 2006 established the compulsory diagnostic
assessment of the fourth year students of primary and the second year
students of secondary education. This measure aimed at 1) improving
educational standards and equity, 2) guiding educational policies, 3)
increasing transparency and the efficiency of the education system and 4)
offering information about the degree of acquisition of the key competences.
This assessment would either be sample-based to obtain representative
results of the students and the schools of each autonomous region –called
‘Evaluación General de Diagnóstico (EGD)’– or census-based, thus
conducting it among all fourth year students of primary and second year
students of secondary –called ‘Evaluación de Diagnóstico (ED)’–. 

The EGD2009 focused on the communicative linguistic competence
(CLC), the mathematic competence (MC), the competence in knowledge
and interaction with the physical world (CKIPW) and the competence in
social skills and citizenship (CSSC) of the fourth year students of primary.
To assess the level of development in these key competences the students
had 50 minutes to answer questions in a booklet with different degrees
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of difficulty. The tests were corrected on the basis of the Item Response
Theory, so that an outcome per student and competence was obtained.
The results of the tests, as in PISA (Programme for International Student
Assessment), were standardized with a global mean of 500 points and a
standard deviation of 100.

The sample was obtained from a two-stage fixed stratified cluster
sample design, considering the autonomous regions as the strata. The
cluster comprises the schools and, if so, the students in the same
classroom. The first stage is the random selection of schools (about 50 in
every autonomous region), conditioned by their size and ensuring that
the sample obtained is representative for the whole of Spain and for each
autonomous region. During the second stage there is a random selection
of one or two groups of fourth year of primary among schools with more
than one group of students per year (Ministerio de Educación, 2010).

The sample obtained in the 2009 tests covers 28708 students from 874
schools, assuming a maximum sampling error of 3% (Ministerio de
Educación, 2010). The EGD2009 also includes information about the
learning context collected through questionnaires for families, school
management (874 heads of school) and teachers (1341).

Early schooling

Early schooling in Spain is not always free, since it is not compulsory.
The state pays for the second cycle (ages 3 to 6), but not for the first
cycle, for which the city councils offer some free places or places at low
costs. For this reason we will call early schooling the one under three
years of age in any school in the non-compulsory stage, thus, the first
cycle of pre-school education.

Bearing this in mind, it is essential to contrast the choice with the
families’ socioeconomic and cultural background. The results of the EGD
include an index, which is very similar to the one the OECD built for
PISA or the IEA for PIRLS tests. The EGD index is called economic, social
and cultural status (ESCS), built with the variables ‘education level of
parents’, ‘occupational status of parents’ and ‘cultural resources at home’
(Ministerio de Educación, 2009).

Irrespective of the home’s ESCS, according to the EGD 55.6% of
students started school under three years of age in the non-compulsory
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stage. However, if we arrange the students in three groups according to
the home’s ESCS (Chart 1), we will observe that the percentage of early
school enrolment rises as ESCS does, so there is 63.9% among advantaged
families or 56.2% in average ones. However, the percentage of school
children under three years of age goes down to 46.2% in disadvantaged
families.

CHART I. Percentage of students as per early schooling and socioeconomic background.

Source: Authors’ own calculations

We can thus anticipate that early schooling is not generalized in Spain;
however, it rises according to the socioeconomic and cultural background
of the families.

Educational outcome

Like in the previously mentioned studies, the EGD2009 data also show
that the student performance in 4th year of primary is still lower among
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the younger students in the group in each of the assessed competences
(Table I). These differences exceed 20 points when comparing the average
result of the students born in the first and last quarter of the same year.

TABLe I. Outcome according to competences depending on quarter of birth.

Source: Authors’ own calculations

If we separate the students that started school earlier from those who
did not (Chart 2) there is a double penalty in the results. First, the lower
outcome of the students that do not go to the first cycle of pre-school,
and second, the effect of the quarter of birth. The differences overcome
40 points between school children of the first quarter with early schooling
and those of the fourth quarter that had not attended the first cycle of
pre-school. Besides, even if the general pattern is similar for all
competences, children that had attended pre-school show on average
better results in 4th of primary in the mathematic and communicative
linguistic competence (MC and CLC), whereas those who had not show
better results in the other two competences (CKIPW, CSSC).
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CHART 2. Outcome according to competences depending on early schooling and quarter of birth

Source: Authors’ own calculations

As a conclusion, the future outcome of children attending school under
three years of age will be, on average, better than those out of pre-school.
The performance also rises for children born in the first quarters of the
year.

Methodology

The students probably share certain features, as they are grouped in
schools. There may be aspects in the school that attract a certain profile
of students, or they may go to schools close to their homes. So, the
environmental features may be similar. For this reason the sampling for
the EGD was carried out in two steps: one in order to choose the schools
(level 2) and another to choose the students in these schools (level 1).
The population is hierarchical, therefore we estimate multilevel
regressions to analyze the effect certain explanatory variables may have
in the educational outcome of students.
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Multilevel regressions enable the study of this effect in each level
separately (school and students). In such a way we can determine which
part of the variability of the results is explained by the characteristics of
the individuals and which by the characteristics of the schools (Rabe-
Hesketh & Skrondal, 2005).

We will start by estimating the null model (1) to analyze which part of
the whole variability of the outcome obtained in the tests is due to
differences among schools –variability of average outcome among
schools– and which is due to differences within schools –variability of
the outcome among students of the same school–.

(1)

is the expected outcome in the EGD tests for student in school b0j. This
is built upon (average outcome in school ) and eij (deviation of the student
i’s outcome with respect to the average outcome in their school ). b0j
comprises g00 (grand mean of the outcome of schools) and (difference
between the outcome of school and j the average outcome of schools).

Once (1) has been estimated, the intraclass correlation coefficient (2)
is calculated to determine the proportion of the total variance due to
schools:

(2)

The null model is completed with predictors of each level –students
and schools– to observe how they affect the endogenous variable,
obtaining what we will call the complete model (3):

(3)

where Xkij corresponds to the individual and family predictor variables
and Zhj corresponds to the school predictor variables.

González-Betancor, S. M., López-Puig, A. J..  EARLy SChOOLInG, qUARTER OF BIRTh AnD ACADEMIC AChIEvEMEnT In PRIMARy EDUCATIOn

Revista de Educación, 369. July-September 2015, pp. 151-173
Received: 30-07-2014    Accepted: 24-04-2015

159



We will estimate a regression for the outcome of each of the assessed
competences introducing the control variables recommended by literature
at every level: students/families and schools/teachers. The detailed results
of the control variables are just shown for the communicative linguistic
competence (CLC). For the other competences we will only show the
results of the predictor variables in focus, though control variables are
also included. Last, we will split the sample in relation with the students’
quarter of birth, in order to analyze the prospective differences in the
coefficient of the early schooling variable for each competence.

The EGD data show missing values for some of the considered
variables. However, due to the uncertainty of the quality of the assignment
of such values, like García-Montalvo (2013) states, we have decided not
to use multiple assignment techniques, even if there is a certain loss of
sample size, since authors like Bedard and Dhuey (2006) point out that
their estimations do not vary when excluding the observations with
missing values.

Results

Once we have estimated the null model (1) for the CLC and the complete
model (3), we will show the analysis of the random effects in Table II.
We can thus distinguish which part of the variance is due to students and
which is due to schools. We can also observe how the intraclass
correlation changes as the explanatory variables are introduced in both
levels (students and schools).

TABLe II. Estimation of the random effects in the multilevel regression for the CLC

Source: Authors’ own calculations
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The estimation of the null model indicates that schools explain 15%
of the variability of the students’ educational outcome in the EGD2009,
while students explain 85%. 

The proportion of the variance explained by the variables included in
the complete model rises by 22% with respect to the one explained by the
null model. If we separate this increased proportion in the variability of the
results explained by the complete model at both levels, students and schools,
the former is 12%. Furthermore, the increased percentage in the case of
schools is 76% in the complete model as opposed to the empty one.

When the explanatory variables are introduced, both at the level of
students and schools, the intraclass correlation varies considerably, since
the variability of the results explained by the schools drops to 5%.

Focusing on the estimations of the fixed effects of the complete model
for CLC (Table III) we will first point out the two aspects we are focusing
on in the present study: early schooling and quarter of birth. About the
former, children who attended school under 3 (first cycle of pre-school
education) show better results in the EGD in 4th year of primary.
However, if we take the influence of the quarter of birth into account,
the younger the child within their age cohort, the worse their achievement
in the communicative linguistic competence. The differences may rise up
to 23 points between those born in the first quarter and those born later.

As far as control variables are concerned, we start with the ones
referring to the individual and family features, and then we analyze the
influence of the variables related to schools, principals and teachers.

The individual features show that boys have worse results in reading
skills. Age is a relevant factor. Students of 4th of primary that were retained
are obviously not adjusted to age and obtain worse results. This happens
both if the grade retention was in the second year of primary or if it was
in the fourth year at the moment of doing the test. Even if in both cases
the impact of grade retention is negative for educational achievement, its
effect is higher when it has taken place in the second year.

With relation to family features, there are other control variables in
the model. The influence in the students’ results is positive as their
socioeconomic and cultural level rises. We also observe a positive effect
in the students’ achievement as the parents’ academic expectations also
rise. However, the effects are negative in singleparent families, when the
students are immigrants of first or second generation or the language
spoken at home is different from school.
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TABLe III. Multilevel regression model (Fixed effects)

Source: Authors’ own calculations
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Focusing on the school features, according to the EGD2009 data there
is no evidence that shows an influence of the type of school
(public/private) in the educational outcome, since the model considers
other school characteristics. Furthermore, both the number of students
in the school or the location size are irrelevant.

Neither of the principal’s professional features, their teaching or
managing experience have a significant statistical impact in the students’
outcome. On the other hand, teacher training in learning technologies
does have positive effects; however, other training areas do not.

If we look at the classroom characteristics, the size does not seem to
have a statistically significant influence on the educational outcome, as
opposed to other aspects like the atmosphere in the classroom or peer
effects. For instance, a higher proportion of students coming from a
medium or high class socioeconomic and cultural background has
a positive influence. However, there is a negative effect when there is a
rise in the proportion of immigrant students or of those that repeated
their second year of primary. Yet, the proportion of students with special
needs or of those repeating 4th year do not seem to have a statistically
significant effect in the outcome.

Finally, at the school level we have also looked at the characteristics
related with the teachers of the students that participated in the tests as
well as at the education process in the classroom. About the latter, we
included variables such as the methodology, the use of teaching resources
and the students’ assessment. We have observed a negative effect when
the methodology is participative, but a positive one when assessment is
continuous.

With relation to the teaching characteristics, in the sample we included
their teaching experience and ongoing training. Teachers with more than
25 years of experience stand out with a positive impact. However, the
hours of ongoing training do not affect their students’ achievement.

An analysis differentiated by competences shows that early schooling
has a positive effect in the result of the linguistic and mathematic
competence in the fourth year of primary. But it does not seem to have a
statistically significant influence on the result of the competence in
knowledge and interaction with the physical world or the competence
in social skills and citizenship (Table IV).

On the other hand, the impact of the quarter of birth prevails for each
of the different competences assessed in the EGD2009 in the same regard
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we have already discussed for the competence in linguistic
communication. In fact, regardless of any other factor that may influence
the results, the students with the best outcome are those who were born
in the first quarter of the year.

TABLe IV. Fixed effects for early schooling and quarter of birth in the multilevel regression models

for each competence –CLC, MC, CKIPW, CSSC–

Source: Authors’ own calculations

TABLe V. Fixed effects for early schooling in the multilevel regression models for each competence

–CLC, MC, CKIPW, CSSC–, according to the quarter of birth

Source: Authors’ own calculations
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Last, to determine if the influence of early schooling varies according
to the quarter of birth, we have divided the sample in two groups of
students: those who were born in the three first quarters of the year and
those born in the fourth quarter. If we observe the results of Table V, we
can see that early schooling has a positive effect in both groups with
respect to the communicative linguistic and mathematic competence. The
impact is statistically significant and higher for students born in the fourth
quarter of the year. However, for the competence in knowledge and
interaction with the physical world and the competence in social skills
and citizenship, the influence of early schooling in both groups is
statistically insignificant.

Discussion

The initial descriptive analysis shows that early schooling is not a
generalized practice in Spain, since almost 45% of the children start
school at three years of age. It also shows that the higher the
socioeconomic and cultural level of the families, the higher the
percentage of students that go to school earlier.

The reasons for these levels of early schooling and for the existing
differences depending on the socioeconomic and cultural level of the
families, may be related with the fact that early schooling is not
compulsory, and schooling from 0 to 3 years of age (first cycle of pre-
school education) is not free in Spain. That is why a large number of
families, especially disadvantaged families, look for free alternatives. 

Besides, the average results in each of the four competences assessed
in the EGD2009 are better among students born in the first quarter of the
year as opposed to the rest (likewise, the results of the students born in
the second quarter are better with respect to the ones born in the
following quarters). If we observe the results according to early schooling,
we will notice that the students that started school under three years of
age have better results in the tests than those who did not. These
differences happen along the four quarters of birth.

By estimating the different models we could find the positive effect of
early schooling before compulsory education, if it happens under three.
This impact continues at least during the first years of primary education,
since the EGD tests are carried out in the fourth year of primary.
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Furthermore, the earlier the quarter of birth is, the better the results are.
Both results coincide with the empirical evidence highlighted in the
introduction of this paper, as well as the results by Hidalgo-Hidalgo &
García-Pérez (2012).

With respect to the socioeconomic level of the families, inequality
applies doubly. First, the students coming from the most disadvantaged
families have lower results in the EGD tests, and second, these families
send their children to school under three to a lesser extent (which has a
negative impact in the results).

When we analyze the effect of early schooling by differentiating each
of the competences assessed in the EGD2009 we find out that this effect
is clearly marked for the communicative linguistic (CLC) and mathematic
competence (MC), but not for the competence in knowledge and
interaction with the physical world (CKIPW) or the competence in social
skills and citizenship (CSSC), regardless of the quarter of birth. It seems
that the foundation for linguistic and mathematic learning is more solid
for those having started school under three than for those starting later.

If we introduce the students’ quarter of birth factor as a differentiating
variable we will observe that early schooling influences both CLC and MC
more if the students were born in the last quarter of the year, yet it does
not influence the other two competences.

With respect to the rest of the explanatory variables introduced in the
sample as control variables (Table III), the obtained results coincide with
previous studies by different authors with different datasets. 

Thus, among the individual variables a negative effect appears in the
results of the male students’ reading comprehension (Woessmann, 2010)
and also when the students repeat the course (Goos, Van Damme,
Onghena, Petry, & de Bilde, 2013).

After analyzing the influence of the family features we observe that
the students with singleparent families (Steele, Sigle-Rushton, & Kravdal,
2009), immigrant students (first or second generation) (Hillmert, 2013;
Salinas & Santín, 2012), or students that use a different language at home
(Schnepf, 2007) show worse results. However, if the families have higher
academic expectations over their children, the impact in their results is
positive (Ma, 2001; Seyfried & Chung, 2002).

As far as the school features are concerned, we have distinguished
between the most general and related with the school, and the ones
directly related with the teachers. About the latter, there is no influence
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according to the school type, public or private, (Dronkers & Robert, 2008),
or the number of students in the school (Levin, 2001).

Taking the classroom into account, the peer effects are noticeable,
since there is a negative influence in the results when the proportion of
immigrant (Barbetta & Turati, 2003) or repeating students grows (García-
Pérez, Hidalgo-Hidalgo, & Robles-Zurita, 2014; Goos et al., 2013). But it
is positive when the average socioeconomic and cultural level rises
(Alivernini, 2013; Ammermueller & Pischke, 2009).

With relation to the didactic methodology and the teachers’ learning
resources we will point out the negative impact in the students’ results
when the methodology is considered participative (debates in class,
students describing a topic or a project and working in groups, etc.).
Recent studies show similar results when education achievement is
compared according to teaching styles. Traditional practices show better
results as opposed to modern ones (Bietenbeck, 2014). This may be due
to the change in the education laws in 2006. Since then the main objective
of the education system has focused on acquiring a certain degree of
development in a series of basic competences. A change in methodology
and the use of learning resources is encouraged, turning to more
participative and collaborative systems. The results obtained with the
EGD2009 point out that this change in methodology is not happening or
at least not in the correct direction.

Finally, among the aspects included in the model related to the
teachers, there are positive effects when they have 25 or more years of
experience. These results are similar to those that show, for instance, that
there is a positive influence of the teaching experience on their
productivity (Harris & Sass, 2011). On the other hand, they are opposed
to those that show that experience has no impact in the students’ results
(Myrberg, 2007). 

In relation with the teachers’ ongoing training, when the school
follows a teacher-training programme, there is a positive impact in the
students’ achievement (Angrist & Lavy, 2001; Bressoux, Kramarz, & Prost,
2009); but just when the programme is related with new learning
technologies. However, the individual teacher training has no influence
on their students ( Jacob & Lefgren, 2004).
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Conclusions

The main objective of the present study was to analyze if early schooling
meant a positive influence on students’ achievement in the 4th year of
primary for each of the four competences assessed in the EGD2009, and
if it was influenced by the effect of the quarter of birth.

We have focused on the aspect of early schooling for four main
reasons. First, because the data of the EGD2009 show that it is not a
generalized practice in Spain. Second, because the lower the families’
socioeconomic and cultural level is, the less they send their children to
school early (maybe because it is not absolutely free). Third, because it is
an aspect related with students, thus, with the characteristics that explain
most of the variability of the result. Last, because early schooling is
susceptible of experimenting changes by political educational decisions,
like offering more places for early schooling or turning it fully free. 

The analysis of the influence of the quarter of birth is introduced in
this context because we deal with a long-term effect of schooling.
Moreover, our aim is to prove whether the maturity differences in the
students when they start school continues at 9 years old. If so, preventive
measures in the classroom should be established to mitigate the outcome
differences just due to a random date of birth.

The multilevel analyses carried out show the positive effect in the
results in 4th of primary among students that started school under 3. We
have also observed that students coming from low socioeconomic and
cultural backgrounds obtained worse results in the tests. These students
did not always start school under 3. Last, we have seen that the
differences in competences due to the quarter of birth continue at least
until 4th of primary.

Our final conclusions highlight two different but complementary
aspects. If early schooling was more widely spread, especially among
economically disadvantaged families, there would be a compensation
measure against social inequalities, which would result in better
educational outcomes in the communicative linguistic and in the
mathematic competences. It is, in fact, an educational investment with an
effect during at least the first four years of primary education.

In the light of the results, it seems appropriate to establish a strategy
and certain programmes of specific support for students that start
compulsory education (primary education in Spain) without previous
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schooling, so as to compensate the negative effects associated with this
lack, and also for those younger students within their age cohort. In fact,
even if the possible factors that may influence the result are controlled,
the younger students show a comparative disadvantage in relation with
their older peers in all of the four competences analyzed. The age
differences at the beginning of schooling seem to have a long-term effect.
The older students are obviously more mature, so they are systematically
chosen for the more advantaged groups. Besides, this maturity allows
them to cope with the syllabus more rapidly. The design of the assessment
tests is probably carried out for the average student of a certain age
cohort, so older students are more mature and consequently more
capable than younger students. However, we have to bear in mind that
the differences in the results according to the quarter of birth are
significant when we are considering the average score in a population.
But at an individual level, plenty of students of the last quarter are doing
well in their studies, and will go on doing so along the years.
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Grupo trans.edu- ARTUR PARCERISA (coord.). (2014). Experiencias de
evaluación continuada en la universidad. Barcelona: Octaedro.

If the assessment is the component that most influences the student, as
quoted by  authors recalling the words of Gibbs and Simpson (2009), we
have to provide the assessment of the meaning and relevance ihat it
deserves in the process of teaching and learning.
A core book that is inscribed and written to improving assessment,

witn the conviction that improving the evaluation will improve student
learning.
The book is divided into two parts, both relevant and interesting.One

horter, but not for this consequence harder, and therefore not stronger,
to lay the theoretical basis of the concepts to develop: what is meant by
evaluation, what corvers the concept covering the concept of continuous
evaluation, relationship between evaluation and skills, best practices etc.
The contributions over of the importance of continuous evaluation,

are very pertinent relevant, since it is a concept that has been applied in
college with a certain degree of confusion as to what is or is not
continuous assessment in a strict. Reading the book helps us understand
these terms and highlights the role of continuous assessment in the
regulation of not only teaching but also of learning. Therefore an
assessment must meet all three functions: to a accredit , training and
trainer.
Highly recommended and interesting for all university teaching staff

is the table on page 18 where are reflected all enablers of continuous
assessment including: from the training sequence to students through
academic tutoring and feedback.
The central part of the book is the presentation by the members of

the  trans.edu of experiences on continuous assessment in college. These
are experiences from different disciplines and different degrees to give a
more plural and transversal perspective. 
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There are examples of continuous assessment experiences of different
depth:  from control and self-control test, to rubrics, through posters,
cases and artists notebooks. 12 experiences very well systematized and
exposed as real examples of ongoing proposals from health science
assessment through legal sciences.
The authors belong to the group of teaching innovation on

independent learning trans.edu University of Barcelona,
??http://www.ub.edu/transedu/content/qui-som. And this book is  their
testimony of is work and his labor and teaching innovation in college.
In short, is a book very pertinent to the university community because

it gives sense to the continuous assessment to further improve student
learning.

Anna Forés Miravalles

GIMENO SACRISTÁN, J. (2013) En busca del sentido de la educación.
Madrid: Morata. 270 pp. ISBN: 978-84-7112-687-0.

Looking for the meaning of education is a book that proposes a global
and reflexive perspective on the significance of education in Spain,
nowadays. To understand the significance of the meaning of education,
the author, Prof Gimeno Sacristán, a renowned scholar with a long and
highly appreciated trajectory in the academic field of education, describes
the modern theoretical approaches towards education, as well as the daily
problems of the educational community and their pedagogical practices
confronted with a severe economic, financial and social crisis in the whole
country. From the very beginning, he strongly emphasizes the idea of
education as a universal human right of all children and reveals and
analyses in detail the official narratives of education in Spain. 
Through the nine chapters of this book, the author introduces us into

the main themes such as the fundamentals of the education as a hope of
progress and the historical evolution of education in Spain, during the
last two decades (Chapter 1 and 2). These chapters give us the necessary
context to understand education from a historical, social, demographic
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and cultural perspective and facilitate the analysis and the explanation of
some of the most urgent problems of the educational system: the school
drop out and the early abandon, understood as the failure of the
educational system that did not adequately respond to all its students and
to the society (Chapter 3). 
Related to this chapter, the author continues with the analysis of the

assessment process, both as discourse and as practices situated
somewhere in between pedagogy and antipedagogy (the author refers to
the vices of the assessment process in all its various forms) (Chapter 4)
and the external evaluation of the educational system and the subsequent
consequences on its development, the conceptualization of notions like
failure and academic success, or on teachers´ training and professional
development (Chapter 5). 
Following the analysis of the substantive issues in the educational

system, Professor Gimeno Sacristán delves into the topic of instruction,
the core of education, examining the teaching and learning processes,
the value of the content to be taught, how students learn, how space and
time are organized and what teaching strategies can be employed to
optimize these processes and to ensure that students keep being
motivated and follow a successful school career (Chapter 6).
In the next three chapters, “the hallmarks” of the education and public

school (p.202) as a free, accessible and equitable school for all students
are presented; a school that fights against academic failure, promotes
comprehensive education and teaches modern and renewed cultural
content; a secular school, with «a kind pedagogy» (p.212), a flexible and
participatory organization and where teachers act like critical intellectuals
(Chapter 7). Furthermore, education in new cultural scenarios confronts
us with alternative ways of learning based on the many possibilities
opened up by digital culture of ebook and new media and information
channels (Chapter 8).
The last chapter summarizes the author’s ideas about the fundamental

importance of initial and on-going professional development of teachers
in improving the quality of teaching. The necessary re-professionalization
of teachers should take into account both pedagogical aspects, as well as
social, symbolical and emotional factors such as the social image and
professional status of teachers in society, their professional identity
including their needs, their ideas and beliefs, values and behaviours both
within and outside schools (Chapter 9).
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To sum up, in the actual context of change of the educational system,
the author aims to reflect and to inquire about the meaning of education
and the guiding assumptions concerning the current pedagogical
practices. In this sense, the book becomes a reference for all educators
committed to defending and improving public education and to the
eradication of old and new inequalities in our educational system. 

Iulia Mancila

LUIS MIGUEL GARCÍA MORENO (2014). Psicobiología de la educación.
ISBN: 978-84-995884-1-4  

The book collects in its 336 pages psychobiology content that would
interest any potential educator , allowing him to deepen in themes with
certainly interesting bibliographical suggestions.
The fourteen-chapter work is a proposal for training future teachers

in the world and the psychobiological study of the brain. The author’s
experience in the world of psychobiology in education is probably the
best guarantee for reading the book.
From the latest psychobiological research in education and intelligence

to the executive functions through language, emotions, memory and
learning the author describes all biological mechanisms responsible for
our behavior and emotions.
In short, the author exposes a rigorous and substantiated proposal

psychobiological knowledge to students and education professionals for
training and practice. Evidence of the importance of good training for
future teachers as diverse as subjects. genetics, development, sleep,
sensory systems and essentially through cognitive processes such as
memory, language, executive functioning or intelligence.

Soledad Gil Hernández

Revista de Educación, 369. Julio-Septiembre 2015, pp. 174-182178



RÁBANO LLAMAS, M. F., (2014). 10 Claves para la formación del
profesorado de lenguas extranjeras: Nuevos escenarios, nuevos
retos. Berlín: Logos Verlag Berlin GMBH. 108 pp. ISBN: 978-3-8325-
3729-6.

In this brief but complete book in Spanish, Manuel Rábano Llamas
provides information on ten key concepts for foreign language teaching
in the 20th century given the “urgent need for change” (p. 2) in this area
of education. The chapters, which vary from 3 to 15 pages each, cover
such practical topics as communicative competence, digital competence,
and the textbook, as well as more theoretical or abstract subjects such as
the transversal nature of foreign languages, culture, and negotiation of
meaning. The book reviews key notions in the teaching of English as a
foreign language and, as such, can be used to orient new teachers or to
brush up on the field in question. Some more specific topics are speech
acts, non-verbal communication, critical reflection, and the use of virtual
learning platforms such as Moodle as well as Web 2.0 tools, among others.
In addition to the information offered in the chapters, the author provides
links to important websites for some subjects of interest, for example,
English pronunciation (chapter 5) and autonomous learning of English
in general (chapter 6). 
A recurring topic in the book is intercultural competence, which is

discussed in chapter 9. According to the author, two points must be
considered before defining the concept: 1) the equity of different cultures
amongst themselves and the idea that cultures and individuals “enrich
and complement” each other thanks to different influences; and 2) the
fact that the claims of cultural minorities can be compatible with
European integration. According to the author, English plays an important
role in this context (p. 81). Given the situation, intercultural education,
besides considering “the conception of man as being tolerant,
understanding and respectful towards the different cultures in today’s
society,” is also “willing and subject to mutual exchange between its own
culture and the other through reflection.” Thanks to this situation, the
members of the different communities can better understand each other
(p. 82). 
An example of how the author intertwines interculturality in the

different chapters can be found from the start in chapter 1: “Awareness,
transferencia and interlengua.” The author explains these concepts from
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a point of view of openness and understanding towards other cultures.
In other words, for him the notion of “awareness” goes beyond purely
linguistic matters to cover cultural and intercultural concerns too. At the
same time, the concept of transference, which he borrows from Odlin
(1994: p. 27), “the influence resulting from similarities and differences
between the new language and any other previously acquired language”
(p. 11),i is related to interculturality when considering that “the study of
another language facilitates understanding of the values implied in it.”
Thus, “the teaching and learning of second languages play an important
role in the complete education of the individual, especially when
communication and education of values fosters better coexistence
between peoples (pp. 11-12). This becomes more possible, for example,
when communicative and interactional focuses are used. 
We recommend this book because of its practical nature and humane

focus. Undoubtedly, it will be of interest to teachers in general but
especially to teacher trainers and professors of education. 
References
Odlin, T. (1994). Perspectives on Pedagogical Grammar. New York:

Cambridge University Press.

Mary Frances Litzler

ECHEITA, G. (2014). Educación para la inclusión o educación sin
exclusiones. Madrid: Narcea. 181 pp. ISBN: 978-84-277-1500-4.

Gerardo Echeita offers us a detailed revision of the ideas and concepts
that have guided educational practices in attention to diversity so far.
Besides, he formulates some principles and performances, which, if
implemented, will allow us to reach the horizon of inclusive education.
As the author says in the book’s introduction, the work presented is a

synthesis and a personal interpretation of works of very different national
and international authors.
The book begins with a detailed analysis of the definition and

evolution of special education. Thus, in the first chapter, different authors’
descriptions and theories on this subject are presented and an evaluation
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is made from a proposed model of quality of life. This section ends with
a summary of the Warnock Report and the Salamanca Statement,
concluding with a change in the perspective of special education towards
a model of quality in teaching and educational equity.
Evolution or, what is more, no evolution of special education in recent

years is discussed in the second chapter. The author analyzes the change
in relation to diagnostic labels that a few years ago some students were
referred with, and compares these labels with concepts more recently
proposed, showing the fail in achieving the objective that these concepts
were aimed to. Echeita continues talking about the double network of
centers and a study on existing ideas among teachers about the
integration of students with special needs, and makes a comparison of
their answers in different educational stages (childhood education,
primary education and secondary education), suggesting the existence of
significant differences, highlighting childhood education teachers with a
more positive attitude with regard to the implementation of integration,
and secondary education teachers with the most critical view. At this
point, he invites us to consider the question “¿Alguien se atreve a decir
que es más difícil conseguir la escolarización de alumnos diversos en un
mismo proyecto educativo, que la tarea de atravesar un buen trecho del
universo para explorar un planeta lejano?” (p. 75) [Does anyone dare to
say that it’s harder to get the schooling of different learners in the same
educational project, than the task of traversing a long way in the universe
to explore a distant planet?]. Finally, a section is devoted to special
education schools and the moral dilemma that families of children with
special needs face when deciding on the type of schooling for their
children.
The third chapter presents the concept of inclusive education and

conducts a review of the different approaches associated with it. The
justification for the change in terminology, from integration to inclusion,
is fully justified and explained by the historical presentation of various
minority groups. Once the analysis of the different existing approaches
relating to inclusive education is made, it is clear that this is an attitude
and a value that must be present in all activities, educational policies and
practices, always under common denominators that are also presented
here.
The fourth chapter addresses the issue of teacher training for attention

to diversity. Topics related to student participation and areas of
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intervention, focusing on multiple intelligences and the adaptation of
teaching to student diversity, are discussed. This chapter also includes
examples of core competences that are essential in the teaching
professional work.
Finally, the closing chapter of the book talks about the differences in

different contexts and countries in relation to inclusive education. It is in
this chapter where the author includes a review of the Index for
Inclusion. Developing learning and participation in schools, by Booth
and Ainscow (from 2000), which contains dimensions, sections and
indicators which offer substantial support to schools in their evolution
towards a more inclusive system.
As a conclusion, therefore, this is a work that provides its readers with

a framework on the wide concept of inclusive education and with
performance guidelines for action in schools.

Tania Cid Rodríguez
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